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Here is a thoughtful analysis of the most impor- 
tant segment of a person's life, the first 20 years, a 
study of the most amazing and awesome phenomenon 
in all nature: the helpless baby becoming an in- 
finitely complex and competent human being in a 
score of years. This Outstanding new treatment of 
the processes of human growth is focused upon be- 
ginners in the profession of teaching. Experienced 
teachers and parents will find much 


challenge and 
new information in it. 


STRESSING INDIVIDUAL UNIQUENESS, the authors 
delve into all significant aspects and influences upon 
a child's growth from conception to adulthood. They 
emphasize the need to discover “What kind of child 
or youth is this? What is he becoming?” rather than, 
“What is wrong? What remedies shall we apply?” 


THE RESULT OF YEARS OF TEACHING and work- 
ing with children in various roles this 
the major concepts of teachin 
from the authors’ wealth of experiences. Howard 
Lane's experiences as teacher, Principal, athletic 
coach, guidance worker, school Psychologist, profes- 
sor of psychology and child development; his work- 
ing as a clinical psychologist treating children fro; 
various backgrounds and educational levels, as well 2 
as his work with the Detroit Pol 
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ice Department as 0 
specialist in juvenile problems enable him to bring? An l 
to his writing a rare quality of understanding. Mary 
Beauchamp, trained in primary and secondary educa. ir eves or 
tion, serving as a teacher and Supervisor in small 
towns, suburban and City school Systems, and as a 
professor of child development, secondary education, 
and group dynamics, brings comprehensive and valid 
applications of theory to the classroom, Both authors 
have worked extensively in active human relations 
programs with community and national groups. The 
contacts maintained by the aut 


hors with public school 
teachers throughout their professional lives contribute 
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Preface 


How a cell becomes a personality is the 
theme of this book. It is written for young people in 
the carly stages of their preparation for teaching. 

To those who pause to look and reflect upon it 
no phenomenon in nature approaches the wonder of 
the growth of a human being from a single cell 
through ever-changing postures, proportions, capaci- 
ties, interests, needs, circumstances. Babies Noah, 
Socrates, Michelangelo, Napoleon, Bach, Lincoln, 
Hitler, Einstein were very much alike. They cooed 
and howled in their cradles, walked at about age 
one. What factors cause one cell to develop into a 
thoughtful, creative, altruistic member of the human 
race and another to become a talented demon who 
terrifies the world is the problem posed, and not 
fully answered, by this book. 

During the lifetime of the authors, teaching has 
changed from imposing a set of classroom chores 
upon reluctant pupils to a profession nurturing 
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and guiding the development of masses of varied potentialities into whole, 
unique, cooperating personalities. The rearing of young human beings is 
ever and always the most meaningful and productfe enterprise of a 
people. To be a professional in this process is unparalleled in opportunity 
and responsibility. A vocation becomes a profession when it is based upon 
a body of principles and special knowledge and directed to socially valu- 
able outcomes. The basic principles and knowledge of teaching are con- 
cerned with the growth of human beings as evidenced in their developing 
behavior; the social outcome is the development of persons able to live 
well in the worlds of which they are a part and to participate in the con- 
tinuous creation of these worlds. 

The worlds of individuals consist not of toys, planes, mountains, 
shores, buildings, machines, and gadgets but of the behavior of people 
and the relationships among them. Our nations and cities are not mere 
locations of buildings and streets; they are the relationships, values, and 
ways of the lives of people. In the middle of this Twentieth Century 
people seem anxious and confused. Are our child-rearing ways producing 
anxious and confused persons? Do our anxiety and confusion result from 
failure to nurture the intelligence, stability of personality, and character 
necessary to living in the worlds we inhabit? 

This is written for teachers who believe in the democratic way of life. 
It is intended as a guide for nurturing the infinite capacities of human 
beings so that they may flower into s If-respecting, dignified, freedom- 
loving people who can live and prosper in an interdependent culture. It is 
not a guide for developing slaves, or subjects, or docile followe 


We offer relatively few isolated facts. We offer instead some 
interpre 


NS. 


meanings, 
ations, and applications of some of the more relevant facts and 


principles that have been derived from careful studies 
sights of wise and thoughtful scholars. Readers who wish to study more 
deeply and widely will find reference to many studies and materials 
the authors have found to be of much worth to them and to the 


and from the in- 


rials which 


ir students. 
The materials in this book have stemmed largely from the 


of classroom teachers. For several years the writers have conducted a 
course entitled "Child Study for Teachers." In small groups over a period 
of several months teachers studied and discussed real, live 


concerns 


non problem 
boys and girls. Their goal was, not to find faults needful of correction, but 


to see each individual as a unique human being in order to discern the 
teacher's role in his life. No person can be understood apart from the 
groups in which he functions. Much emphasis was given, therefore, to 
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the study of children and adolescents in varieties of group situations. As 
these groups of teachers considered together the individuals they were 
studying, they found more and more need for more and more kinds of 
knowledge about human behavior. They felt a need to gain an under- 
standing of the lives of their pupils and to acquire many skills and tech- 
niques for working with voung people. They moved farther and farther 
away from conceiving the teacher as one who molds clay into predeter- 
mined shapes, tossing aside the imperfect ones. In their study, the teachers 
soon realized the need for deepened self-knowledge. 

In their own living and teaching and in helping teachers see purposes 
and ways of understanding children, the authors have come to some well- 
defined beliefs: 

In this complex world, the rearing of children cannot be left to chance. 

Education of all children is an urgent function of a people. 

No teacher can teach well without knowledge and appreciation of the 
meaning of the complete span of human development from conception 
to the natural end of life. For high-school teachers to study only ado- 
lescents, or primary teachers to study only young children is to perpetu- 
ate folly. Appreciation of the importance of the quality of living in the 
early years is essential to all teachers. Age is an extremely rough measure 
of ability, interests, concerns. 

Individuals and cultures tend to develop habits and firm attitudes in the 
realm of child-rearing. A profession must constantly subject these to the 
scrutiny of intelligence in the light of emerging knowledge, values, and 
conditions. We look neither to Socrates nor to John Harvard for authority 
on the education of a child. We respect the authority of our own intelli- 
gence, of our perceptions of contemporary circumstances, and of our 
estimate of probabilities and expectations. We urge that teaching become 
more and more a highly intelligent profession—not continue as a set of 
habits and prescribed standardized procedures. 

Teachers are not purveyors of privilege and advantage. Every child has the 
right to live in dignity, self-respect, and worth regardless of the quality 
and status of his parents, his ability to make a spectacular touchdown, 
his skill in the three Rs. or his IQ. The school is not a gigantic mental 
test. 

No man can understand another without understanding himself. If a 
teacher is to guide the immature toward maturity, he must seek his own 


maturity through continued efforts to know himself. 
er this book in full knowledge and appreciation of the 


aow but little of what man knows. 


$ The authors off 
act that any man can ki 
Howard Lane 


Mary Beauchamp 
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SECTION ONE 


The Foundations 
ol Human 
Behavior 


The earth today is shaking beneath the feet of many 
human beings just as surely as it did in San Francisco in 1906. Bound- 
aries that have been fixed for many centuries are blurred; many of 
them are erased. Time and space have truly become infinite. Loyal- 
ties once held inviolate are being rejected by millions of people. Our 
old securities are loosening; the foundations of our physical and 
psychological world seem shaken and trembling. 

How can we build a foundation of security in the world of 1960 
and beyond? We believe we can do this only by looking within our- 
selves, by coming to understand more completely the inner springs 
of every man’s behavior as he seeks to relate to other human beings. 
His deep wants must be recognized and satisfied. 

We recall a story of a winsome urchin who sat down next to a 
kindlylooking woman on a streetcar. As she got nearer her stop, she 
changed her seat to get near the exit. The urchin moved with her, 
Again nestling near her as he took his seat. When 
She got off the car, the small boy followed her. 
She became curious and gently said to him, 
"Why do you stay so close to me?" His answer 
Was, “T was just pretendin’ I belonged to some- 
Many are the humans today who are 
Pretending to belong to someone and to be im- 
portant, 


> 


One," 
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THE FOUNDATIONS OF HUMAN BEHAVIOR 


This section is designed to help you understand more fully some 
of the reasons why mankind seeks security and belongingness and 
how the teacher's task is complicated by the culture of our day. If 
our inner foundations are strongly built, we have faith that by 


common endeavor teachers will enhance the dignity and worth of 
those they teach. 


The 


Importance 
of Understanding 
Humans 


Enen (age nine) has the 
oldest parents of anyone in her class. 
Her father is nearing sixty, and her 
mother is in her fifties. Last year her 
father had two successive heart attacks 
and had to be hospitalized. Ellen 
didn't see her father for a long time. 
She began to worry about him and 
kept asking to see him. Her anxieties 
came to school with her. I noticed that 
she was not the same little girl. I see 
Ellen reading and biting her nails— 
one as an escape from reality; the other 
a physical manifestation of her frustra- 
tions. Her father is in Palm Springs for 
a rest and she misses him. 
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THE IMPORTANCE OF UNDERSTANDING HUMANS 


A very vivid imagination and memory are among Bob's (age ten) en- 
dowments. When I see him staring into space, I know that he is watching 
people and places that are as real to him as the class blackboard and desks. 
Because of this, Bob will often withdraw from the people and events that 
surround him to investigate with interest and curiosity that rich world of 
pictures, thoughts, and feclings that lie within. I wonder what I ought to do 


about this. How much should I allow him to withdraw into his fantasy 
world without disturbing him? 


Barbara, in grade seven, was verv quiet most of this week and it 
would have been easy to overlook her altogether. She seemed more moody 
than usual and disturbed about something. She didn't seem interested. in 
her work and had trouble concentrating. Barbara recently has taken to 
wearing lipstick. On several occasions this week she has returned from the 
girls room with her lips painted a bright shade of red. Barbara visibly 
lacks the necessarv skill to apply the lipstick properlv and it is often 
smeared over the corners of her mouth and on her cheeks. This week I saw 
Mrs. G., Barbara's foster mother. As she talked there was a note of despera- 
tion in her voice. She said she was concerned with Barbara's relationships 
with boys. She said, "Barbara has always liked the boys. I've tried to watch 
her very closely. I knew her mother very well, and ] don't want Barbara 
to be like her mother. Barbara had a bad experience with sex a few years 


ago. I hope you'll keep vour eye on her around school. She will obev me 
because she knows I will punish her.“ | 


as 


Jack (age fifteen) is an isolate. He lives on the other side of the tracks. 
I cannot help but feel that part of the reason for the group's non-acceptance 
of him is his socio-economic status. It is difficult to state specific instances 
which make me feel this, My opinions are based on a word I hear dropped 
by one of the boys now and then. “My father owns such and such,” or “I 
am going to be a big shot like my dad.” There is a very strong feeling of 
family superiority among these kids. They know thev are wealthy and they 
just don’t seem to see Jack. And Jack seems to try to make himself incon- 
spicuous as he hunches over in hig seat. f i 

Hanya's (age four) doing quality, 


EM (ag her ease with materials, her ever- 
widening curiosity 


1 : seem to me to stem from her wonderful body control. 
anya Coes not attempt anything unless she knows she can do it, and con- 
d she guo all skills well and efficiently. I have never seen her 
all, spill anything, or mist: ars 1115 ; 
aiy koe I » li ie h — Bog fir she can jump, reach, or expand in 
am 9 2 1 elicve that Hanya's precision and carefulness are related to this 
Lp io of putting her energy to work efficiently, Hanya has a wide range 
of interests: painting, cla i m " : : 
sls ^e p "a cl ay modeling, music, large muscle activities, imagi- 
native play with other children. In everything she is active, concentrated, 
definite, focused, and purposeful. There are hints of aggressiveness in her 


as she slaps other children, grabs toys and materials when she wants them, 
but this is a four-vear-old's way. 
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I became attracted to Jane (age eight) because of her irresistible per- 
sonality. She has a most infectious laugh, a sort of happy gurgling sound 
which is recognizable even when one’s eyes are closed. She is a real antidote 
for gloom. I feel a certain closeness with Jane that I do not share with the 
others. Perhaps it is because I recognize certain characteristics which seem 
vaguely familiar to me. I can remember when I was in school doing things 
very much like Jane. I, too, loved to eat candy, act, and be funny. As a 
matter of fact, I find myself an adult edition of her. Jane seems a restless 
sort of girl, constantly on the go. She is cither chatting with friends, draw- 
ing pictures, biting her fingernails, or else engaged in her favorite pastime 
of eating candy. You can always depend on Jane for being well-stocked in 
the candy department. I have noticed, however, that when Jane’s interest 
is aroused, she is completely absorbed in what is going on. She no longer 
exhibits this nervous energy, becomes placid, and won't even bat an eye- 
lash, Jane is such a normal, happy, well-adjusted youngster that I want to 
find out how she “got that way.” 


il children written by real teachers. Sup- 


These are descriptions of rez 
s—would vou wonder how to 


pose you were teaching these boys and girl 
relate to cach of them? How would you feel about Barbara's problems 
With boys, Ellen's anxiety, Bob's daydreaming, and Jane's exuberance? 
Would you know what Hanya necds in her school experience? Would you 
be able to define the role you play in the life of each of these individual 
children? 

This is a mere handful of vignettes of young humans that our students 
have studied. Each one of these individuals is unique, as is every other 
human being. In all the world no person is a carbon copy of another. 
What makes each of these individuals tick? Which of his experiences have 
significant meaning for him—meanings of joy or grief, of fear or assurance, 
of feeling wanted or rejected, of being a part of or apart from? These are 
Some of the probings and soundings that we use in an attempt to under- 
stand human behavior. In this quest we are not alone. The world's great 
the past, have long been trying to understand why 


thinkers, today and in 
about himself, 


humans behave as they do. Man has always been curious 
about what marks him off from the rest of creation and what unites him 
With all creation. You, too, have probably wondered and spoken of your 


has " Zu Says: 
Wonderings, as indeed each of us has. As the poet Laotzu says 


Existence is beyond the power of words 


To define. . . 


If name be needed, wonder names them both: 
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THE IMPORTANCE OF UNDERSTANDING HUMANS 


From wonder into wonder 
Existence opens.! 


Our century has seen the opening of new horizons in the field of 
human development. The intuitive genius of the poets and philosophers 
and the folk wisdom of former days are now being validated by the 
studies made in the "baby" disciplines of sociology, anthropology, and 
psychology. Much, too, of what we formerly believed to be sound knowl- 
edge is being discredited as we learn more in these fields. This is the 
process of learning—to be able to est 
time on the basis of accepted theory 
ready to revise, re-evaluate 
findings emerge. 


ablish a bench mark at any given 
and knowledge and still hold oneself 
, and reformulate one’s understandings as new 
What does this mean to us as teachers? It means that we must know 
present-day thinking in the field of human dev 


clopment as thoroughly as 
we can. Then, we must apply 


this thinking to our beliefs and practices 
and ask ourselves, "Is this belief sound or is it a relic of outmoded 
thought?” We must be flexible, open-minded, ready to change and re- 
construct our thinking as new knowledge comes into focus. New knowl- 
edge is bound to emerge. We must guard constantly against the notion 
that answers in human development are final ones. They cannot be final. 
Every new discovery in the chemistry of the body, for instance, gives us 
more data with which to interpret the causes of diffe 
new insight in the functioning of the 
crine glandular system gives us another thread to use in unraveling the 
mysteries of human behavior. So we call our study 
began for each of us as soon as we beg 
one that will continue 


rent behaviors. Every 
brain, in the workings of the endo- 


à quest; a quest that 
an to wonder about ourselves and 
as long as we live, 

For teachers this quest has more than the 
our hands are entrusted the world's 


meaning for ourselves, others are looking to us to give them direction in 
their quest. Thus we are at the same time searchers and guides. 
This dual role presents an unusual res 


ponsibility and a rare oppor- 
tunity to the teacher. It means teachers tod 


more than a token of themselves to the 


usual significance, for into 
young. While we are searching for 


ay must be willing to give 
children with whom they work. 
ople who can challenge the young 
to go that extra mile in attempting to resolve 


DE Witter V, The Way of Life 
Company, Ine., 1944). p. 25. 


They must be competent, dedicated pe 
the problems of greed, hate, 


According to Laotzu (New York: John Day 


and violence that seem to be securing 
such a strong grip upon mankind. 
Teachers must be more concerned 
about the quality of their teaching than 
about finding a comfortable niche in 
life. Teaching is for the rugged, the de- 
termined, the zestful ones, the ones 
who have a shine in their eyes. Teach- 
ing is for those who wish to live on the 
growing edges of their own beings, for 
that is where children live. We like the 
expression of one of the great teachers 
of our day, William Lyon Phelps: 


I do not know that I could make entirely clear to an outsider the 
pleasure I have in teaching. I had rather earn my living by teaching than 
Many other way. In my mind, teaching is not merely a lifework, a profes- 
ro id senupatlen, n struggle: it is a passion. I love to teach. I love to 
— — 5 P loy es to: paint as a posie loves ied play, 35 ep 

sing, as a strong man rejoices to run a race. Teaching is an art—an 
art so great and so difficult to master that a man or woman can spend a 
life at it, without realizing much more than his limitations and mistakes, 
and his distance from the ideal. 
Have you ever considered the fact that the teacher is the only pro- 
fessionally trained adult with whom all children and youth have daily 
relationships? Some boys and girls are not fortunate enough to have 
Parents who want them or who are wise in dealing with them or to have 
two living parents. Not all children and youth participate in an activity 
Outside school managed by trained adults. But nearly all youngsters under 
Sixteen years of age are in school. In every classroom are some children 
to whom the teacher is the 
Society the teacher is the “pro” 
development of the young. The teacher is required to hold a certificate. 
This is his badge of competency. His certificate states that he is qualified 
ertain subjects in these grades. In addition, 
nows how to work with young humans. 


most important person in the world. In our 
designated to stimulate and guide the 


to teach certain grades or c 
Parents assume that the teacher k 
— 

Villiam Lyon Phelps, The 
a ) ps, The 
Pp. 60-71. (By permission of Live 
Averight, Inc., 1931.) 


itement of Teaching, excerpts from Chapter V, 
ght Publishers, New York. Copyright: Horace 
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The teacher is expected to un- 
derstand human behavior. He must 
understand himself before he can 
hope to understand others. What 
do we mean by understanding? Lit- 
erally the word means “to stand under”: as an adjective it means “know- 
ing, intelligent.” If we combine these two meanings, we can define an 
understanding teacher as a knowing teacher who stands under those he 
teaches, ready to support them if they need support, ready to help them 
get up if they fall, ready to bind up wounded egos and bruised shins, 
ready to do and be what is needed by those who are less mature, less 
knowing. This is a large order for anyone, a Herculean task when each 
teacher is expected to understand twenty-five or thirty youngsters, or in 
some instances—for a teacher of adolescents—125 or more! 


The Roles 


of the Teacher 


Teaching Is Relating 

The essence of teaching is relating to those 
significant only to the extent that the qu 
are combined to develop new insights, new comprehensions, and new 
skills. What is meant by knowing as applied to teaching? It simply means 
knowing with what we work as we teach. We teach with ourselves, What- 
ever we are comes through in the relationships that develop between 
teacher and pupils. The skill of the cabinetmaker is demonstrated by how 


well he knows the properties of the wood he handles, by how well he 
knows his own skills, by the methods he uses in c 


a beautiful piece, and by his knowledge of the 
In like manner the quality of a teacher is shown by the depth and breadth 
of understanding he has of himself and of those he teaches. His pupils 
are the raw materials with which he works. His methods are the ways 
he contrives to live (work and play) with his pupils so as to secure 
challenging, constructive, and unique results. His tools are books, films, 


pictures, paints, music, field trips, sociometry, and the host of other aids 
that are available. 


one teaches. Relating is 
alities of knowing and support 


ombining woods to make 
various tools he employs. 


One difference exists between the work of the cabinetmaker and that 
of the teacher, however. Like nearly all analogies, there is a fallacy in this 
one. The cabinetmaker works on materials and can throw away his 
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mistakes. His personality becomes a part of his work only in a very lim- 
ited sense. The teacher, on the other hand, works with his materials—his 
pupils. Any mistakes that he makes must be assimilated by society. His 
responses become an integral part of the teaching process, for they change 
the flow of events that occurs between him and his pupils. When the 
authors were taught to teach, they were trained merely to instruct with 
the assumption that the pupils would be reluctant to learn. They were 
taught that emotions and feelings usually interfered with learning and 
that the teacher's only concern with them was to sce that they interfered 
as little as possible. Only in the past few decades has it become commonly 
recognized that the teacher must be concerned with the total development 
of the learner. The authors recognize the teacher's role as one of instruc- 
ing; but we see that learning takes place in a human being who is a whole 
person and that little significant learning results from the mere assigning 
of lessons. 

An experienced teacher, who was participating in a nursery 
while doing advanced study, made the discovery that teaching is relating. 
Listen to her: : i 


school 


, I'n beginning to see children as processes not mere animated objects. 
I'm beginning to see the wonder and wonderfulness of this. I haven't had 
the desire to "finish them off" as in the past. I've been able to accept them 
as they are. It's a good feeling. This has reduced the pressures I formerly 
felt in teaching. 


Self-Knowledge Is Necessary 


It is unlikely that a teacher can understand another person better 
than he understands himself. Only when he learns to anticipate his own 
responses to an emerging situation and to predict the effects of his re- 
Sponses on the situation can he arrange the most promising circumstances 
for his pupils growth. How would you answer these questions: 


is when not fully in control of the group? 


Do I become anxiou 
hat other teachers and the principal think 


Am I overconcerned about w 
about me and my work? 
Do I tend to strike or hide w 
Am I afraid to try out things—do I 
will turn out before I start it? 
Do I resent criticism, disapproval? 
Am I able to relate to people who h 


hen I feel threatened? 
have to be sure I know how something 


ave authority over me? 
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Do I become impatient and irritable when wei 
need to keep from being irritable at three o'clock? 

Am I clinging to childish attitudes and notions as a child clings to his old 
rag doll? 


? How much sleep do I 


Since these are feelings that are shared by those of us who teach, the 
important fact is to know and to take into account your own unique 
responses to the many complex human relationships with which you are 
dealing as you teach. Your study of human growth and development will 
fall short of its possibilities if it does not increase your own knowledge 
of yourself. As one student wrote: 

Throughout the time I was studying this youth, T was beginning to 
understand my own shortcomings, personalitv-wise. All of a sudden I 
realized that I was studying myself. I beg: 
to speak in a small group and was retice 
crack jokes and make evervone 
my friends. I began to see th 
enough to feel at ease. 


an to understand why I was able 
nt in a large group; why I could 
laugh and be a live wire when I was with 
at it takes a long time to know people well 


A teacher of some experience states: “My study 
helping me find myself in my classroom. I am finding out why I resent 
some children and why these children are resentful of me. 1 am discov- 
ering why my breaking point is so easily reached with boys and why I 
have more toleration with girls." In Chapter 16 we examine the process 
of acquiring self-knowledge. 


of human behavior is 


Self-Perceptions Impaired by Society 
The pictures that teachers h 


ave of themselves are of vital importance 
to the quality of their teachin 


E g. So much of teaching has consisted of 
judging, of giving special privileges to those who conform to the teach- 
ers standards and demerits to those who don't that the public sees 


teachers as not quite human. We are often looked upon as somewhat odd 
individuals, around whom children and 


adults must mind their manners 
and their morals. Try to w 


atch some children play “school” and note the 
roles in which they cast the teacher, 


Our culture neglects teachers and education notoriously; every survey 
of education indicates this and yet the neglect continues, Many so-called 
“backward countries” are amazed at the low status accorded teachers in 
this, the richest country in the world. Unfortunately, we tend to accept 
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the pictures society has of us as teachers. This accounts in part for the 
metamorphosis that takes place in many teachers. Frequently, promising 
yomg teachers—who enter the profession as bright, enthusiastic, vigorous, 
colorful individuals—after a few vears of teaching can be seen doing their 
ee in the easiest manner, scoffing slightly at the idealistic theories of 
their training days, pooh-poohing experimentation, and securing their 
most dynamic satisfactions from that part of their lives which lies outside 
their work. 

Something else happens, too. They cease regarding themselves as 
human beings who take a significant part in preserving and extending 
democratic values. They take on the roles of judges, moralizers, manner- 
correctors, and they treat their pupils as if they were there to be judged 
(we call it evaluated) rather than instructed and helped to grow. This 
blems that teachers face as they work with the 
cept the evaluation of their teachers. 
akes it easier for that child to be- 
pends upon citizens who fecl 


Is one of the major pro 
young, for young people tend to ac 
A teacher who labels a child “dumb” m 
have as if he were dumb. Democracy de 
good about themselves, who think critically, and who know how to com- 
municate their feelings and thoughts effectively. If teachers are to play 
à major role in developing these qualities in others, they must first have 
a chance to realize them to some 
book will help to combat some of the discouragement and dissatisfaction 


With education that have been so prev 
ichers to discover for themse 


degree in their own lives. We hope this 


alent in recent years and that it 
will help prospective te: lves the significant 
roles they must play in a democratic society. 


Today we study human be- 
Why We Study havior so that we may understand 
our roles in the lives of our pupils. 
This requires us to understand our- 
selves. As the behavioral disciplines 


have developed, new methods for studying human behavior have emerged; 


increased. Interpretations given to 


were even a generation ago. An 


knowledge, insight, and skill have 
behavior are different now than they 
ancient philosopher observed that the most important question one can 
ask a man is “What do you see when you see a man?” Certainly one impor- 
tant fact about a teacher or a parent is “What does he see when he sees 


a child?" 
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Adult Attitudes toward the Young 


It is worth while to contemplate the history of adult attitudes toward 
hildren and youth because all of these attitudes persist to some degree in 
c and) t 
current ideas and practices of child-rearing. 


CHILDREN AS LITTLE ADULTS. For many centuries the young were 
perceived and treated as “little adults.” An examination of the portraits 
of children during the Renaissance, for example, shows many of them 
proportioned like adults. Children’s behavior was expected to reach the 
same standards of perfection as that of adults. What was “good ip 
adults was likewise considered "good" for children. This belief persist 
today; we try to impose upon young children as much adult behavior 
as we can. The polite and considerate six-year-old is cherished in most 
schools and families; the thirteen-year-old who “just loves to study" and 
has no time for horseplay and frivolity is highly valued by many grown- 
ups. By the same logic a tadpole can be made a frog the quicker by snip- 


ping off his tail. 


CHILDREN AS LITTLE ANGELS. There came a time when children were 
thought to be angels who could do no wrong. This attitude was eloquently 
set forth in Rousseau's famed book, Emile, 
in which he urged that children be al- 
lowed to live in nature without the re- 
straints and pressures of civilization until 
age fourteen, at which time they were to 
be corralled and broken to civilization. 
At that time the noted French physician, 
Sequin, learned that a youngster about 
twelve to fourteen years of age had been 
found in the woods, apparently without 
previous human association. The learned 
doctor exclaimed with joy that he would 
take this unspoiled child and make of him 
a fine human. Some time later the doctor 
threw up his hands in dismay at the sad 
misfortune that such a child had turned 
out to be feeble-minded and uneducable. 
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CHILDREN AS LITTLE DEVILS. There was a time when children were 
commonly thought to be conceived in sin and born in iniquity. It has 
always been true that some children have been conceived in quite sinful 
(unwise) circumstances and born into iniquitous surroundings. When 
this was held to be true of all children, it seemed sensible to stifle im- 
pulses, to train rigorously, to demand prescribed behavior, to punish 
conduct that was held improper by adults. Even today, many teachers 
and parents regard training and discipline as concerned largely with 
making children stop doing things. We continue to correct papers. Evalu- 
ation at both the elementary- and high-school level seems commonly 


synonymous with fault-finding. 

notion of a child's origin came to be translated into belief 
spirits which must be driven from the 
dren. “I'll beat the devil out of you," 
al intent. We still hear this ex- 
call the time when bitter medi- 


The gloomy 
in being possessed by devils, evil- 
bodies of unruly (unadult-like ) chil 
was once a declaration of specific, liter: 
pression being used. Some of you may re 
cine was thought to be better than tasty medicine, when adults believed 
that a child's body had to experience a certain amount of pain if he were 
to grow up to be good. Today the idea is prevalent that a child must go 
through a goodly amount of arduous, distasteful toil in order to become 
a disciplined personality. Even today numerous adults believe that proper 
training requires that a child's body shall be struck by those who love 
him. 

The assumption in this doctrine is that if we succeed in identifying 
and controlling the devil (wicked impulses ) the young will become fine, 
moral adults. The devil is an acceptable symbol for receiving all the blame 
that one wishes to heap upon him. We have learned better today, but we 
(being human) still must blame something for behaviors that we do not 
understand. The devil has undergone many metamorphoses during the 
Past generations. When the authors were young, the devil wore the guise 
of bad tonsils. Any child who was having difficulty in school or who was 
having trouble physically or socially had his tonsils “snatched out" as a 
routine matter. Lack of intelligence masqueraded as the devil for a few 
years, Youngsters who got into trouble with adults were believed to be 
those with low intelligence. Then along came working mothers to receive 
the blame for the difficulties that youngsters manifested in growing up. 
Lately television, motion pictures, and comic books are holding the 
center of the stage as the major devils of the day. 
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We seem to have to blame something for whatever behavior is 
disturbing to us as adults. One of our voung students came to this rcaliza- 
tion and expressed her discovery this way: 

My “fed-upness” interested me, so I began observing me along with 
Carol. It didn't take too long to realize that I only got fed up when she 
didn't do what I wanted her to do. In fact, then, I didn't want Carol to be 
like she wanted to be; I wanted her to be like I thought she ought to be. 
This, of course, revealed an idea that most adults have: namely, that chil- 
dren should attempt to fit the adult's concept of what children are, Carol 
taught me the error of my thinking. My relationship with her has changed 
now. Carol is as Carol thinks she ought to be, and I am getting so that I 


can almost accept her that wav. This change is growth and maturation— 
not Carol's, mine! 


Today professionals are abandoning their quest for the devil. We rec- 
ognize that an individuals behavior is purposeful to him and seldom 
seems negative to the behaver at the time it occurs. However another 
behaves, regardless of its irritating quality, must be accepted by others as 
the beginning point of relationships. The phrase What's gotten into that 
child?" is being replaced by "What is that child trying to do?" 


CHILDREN AS PLAYTHINGS. Now and then we are 
parents and neighbors treating little children as if they were playthings 
or pets. They dress the children as dolls, teach the 
show them off. To some pare 


distressed to observe 


m tricks, display them, 
nts, grandparents, aunts, recreation workers, 
and teachers, a child is a pet, an animated toy, a dress-up doll. The adult 
trains the child to speak a piece, to do a dance, to play the piano, much as 
à puppy is taught to do tricks, This sce 


ms particularly tempting to teachers 
of music, dramatics, and physical edu 


cation. We have the impression that 
alented children and youth by using 
e it is imperative that adults enjoy chil- 


at the child is having hearty enjoyment 
in the process. A thin line indeed marks off gr 


schools today are spoiling many t 
them for public display. We believ. 
dren, but we must make sure th 


atification from exploitation. 


CHILDREN AS PEOPLE. In recent years we have come to the more mature 
conception that children are people, that life for them is as swect as for 
their elders, that they cherish their dignity and individuality as much as 
ever they shall. We older people might well read some of the great decla- 


rations of human dignity such as The Bill of Rights, The Declaration of 
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the Rights of Man, The Declaration of Independence to note that in them 
age is not mentioned. By the time the individual has finished public 
school, he has lived more than one-fourth of a normal lifespan. Childhood 
and youth cannot be viewed merely as a period of preparation for being 
grown up. We once heard an eight-year-old say to her father, “Daddy, I 


am not waiting to grow up.” 


Reasons for Studying Children 
In our habits and ways of dealing with children, the persistence of 
es can be seen in the culture. Each of us has incorpo- 
rated quite unconsciously some of these pictures into our concepts of 
children. Therefore, it is necessary for teachers to evaluate prevailing 
practices by up-to-date knowledge and insight about human development. 
We dare not teach in accord with our habits. We must teach in accord 
with the best that is known about how individuals grow. Teaching must 


be a thoughtful process—not a habitual process. 


these various pictur 


TO DETERMINE CAUSES FOR MENTAL DEFICIENCY. The pictures we have 


had of children have affected the 


beings. Originally, the scientific study 
as wrong with their mental ability. The as- 


purposes for studying young human 
of children was undertaken in an 


attempt to find out what w. 
sumption was that if one cou 
individual, it could be fixed in 


studied were those who deviated so m 
lly deficient.” 


ge » 
Sence that they were labeled "menta 
Alfred Binet, a physician, was employed by the French government 
carly in this century to study groups of retarded children in order to 
identify sooner subnormal children for separation into special classes. Out 
t tests, which were later introduced into America 
American adaptation, the intelligence quotient 
Binet tests as a handy means 


Id just discover what was wrong with an 
a short time. The children and youth 
arkedly from the norm in intelli- 


of his work grew the Bine 
along with a peculiarly 
(1Q). Many educators fastened upon the 
from regul 
s manner. The effort to discover what is 
nt doubtless has a place in 
have used 


n excluding some individuals ar school classes, and intelli 


vence É á : 
gence tests are still used in thi 
w ; 2 
rong with a youngsters ment 
) 


the 5 wol aame 
€ study of human behavior. Some 
ainst those 


al developme 
of the ways in which we 
who do not meet our stand- 
ation of the profession. We 


ength in Chapter 4. 


this k EAS 

5 i knowledge to discriminate ag 

Pe is a matter for the thoughtful consider 

discuss š raster 
5cuss the use of intelligence tests at greater ] 


J 


TO PREDICT FUTURE. During World War I tests were developed to 
classify military personnel. Professional educators became greatly inter- 
ested in the possibilities of adapting these tests and constructing similar 
ones for use in determining the educational futures of their pupils. For a 
decade or so, educators went overboard in their use of all the new tests 
that quickly became available and profitable. Test makers claimed and 
publishers proclaimed that a human being's complex range of interests, 
aptitudes, abilities, and growth potential could be translated by a pencil 
and paper test into a score that would predict the individual's future 
achievements, his probable social status, and his occupational possibilities. 
This emphasis on the use of tests led the profession into some serious 
errors. Twelve- and thirteen-year-olds were counseled into specific courses 
of study which had marked influence upon their opportunities for later 
occupational choice. Performance on tests often became synonymous with 
worth in the minds of many educators. A test score became more signifi- 
cant than day-by-day acquaintance with a pupil. Those who scored high 


in areas that indicated an aptitude for the professions often were most 
valued. 


Today we are in grave danger of limiting opportunity for college 
education to those who make high test scores in early adolescence. The 
range of interests of a twelve-year-old is likely to be quite limited and 
unstable. Suspended judgment rather than emphasis should be accorded 
the predictive value of tests that are given to young adolescents. The 


commonly used tests average a variety of abilities. This hides the peaks 


and valleys of specific capacities and abilities of individuals. Currently 


the trend in testing is toward giving pupils the opportunity to reveal their 
specific strengths.” 


TO DISCERN ADULT ROLES IN LIVES OF THE YOUNG. Today one of the most 
significant reasons for studying human behavior is to discern the roles of 
adults in the lives of the young. In this book we are specifically con- 


3 This statement is amplified in Chapter 4, “The Growth and Functioning of Intel- 
ligence.” 
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erui n hoes E = eee life of the pupil. Much of this 
togas in dite Dos d ied "- ch 3 the various roles he needs 
has a unique hga of pice pubis mii that each individual 
T 
e e à P. 14 . ; e speri c aids are given to help you individu- 
) pproach to each pupil as you work with them in groups. 

Instead of lamenting individual differences, we rejoice in them. 
Democracy depends upon the cultivation of uniqueness. How little this 
concept is understood as an educational principle is affirmed by the dis- 
Proportionate emphasis most of our schools place upon standardization, 
regimentation, and mass approaches to teaching. Even now, as America 
competes for world leadership, Americans are beginning to realize that 
they have not cherished creative thought as much as they might have. 
Almost every day school boards speak of saving money and make elab- 
er and larger numbers of pupils in a single setting 
evision, thus reducing further the pupil's op- 
aches to teaching are 


orate plans to teach larg 
through the medium of tel 
portunities for relating to a teacher. Mass appro 
€conomical of money, alarmingly expensive in self-realization. 

In summing up the challenge to the educational system, Melby 
States: “Only a great creative education for all our people can give us 
, and in human relations.... Human sur- 
alues, one which gives all of 
If we are to cultivate 


Dre- i * . 4 
Pre-eminence in science, in art 
vi a . * 

ival depends on an education in human v 
in the human race. 


and that the teacher has a distinct role to 
ot discern that role accurately unless he 
human being with whom he is relating 
vidual's feelings, perceptions of him- 
toward authority, and attitudes 


us awareness of membership 
uniqueness, we must underst 
Play in the pupil's life. He cann 
Continuously strives to know each 
and unless he tries to know that indi 
Self, perceptions ‘of adults, attitudes 
toward his own age-mates. 

. This book will be more success 
in the lives of the young if you bring your 
and your feelings to the book as you re 


; 
Ours : 
Yourself questions such as these: 


ful in illuminating the teacher's role 
own experiences, your thoughts, 
ad. We hope that you will ask 


Am I learning how to accept many varieties of temperament? 
How do I show my basic respect for each of the young people with whom 


I am associating? 
tion in Improving Teaching," Educational 


„Ernest O "n f Evalua 
Leadersh; . Melby, “Role of EV v 
eadership, January 1958, p. 220. 


Am I learning how to help each child develop his own unique personality? 

Am I giving myself the chance to try out the premise that "raw behavior 
means little unless seen in the context of the total life of the individual? 

Am I clarifying, as I work with young people, the extent of my right to 
control others? 


How is my study of human development adding to mv own self-under- 
standing? 

Am I learning some ways to counterbalance society's neglect of its teachers? 

What am I doing as a prospective teacher to build the kind of dedication 
to teaching that will keep the shine in my eyes when the job gets tough? 

Am I learning to discern the roles that are most helpful to the young with 
whom I am now working? 


Am I evaluating what I do with children against a framework of democratic 
values? 


As you read, continue to question. This book will come to have more 


meaning for you as you test it out in your work with children and youth 
in the situations in which you find them. 


Additional Sources You May 


d Helpful 


William F. Bruce and A. John Holden, Jr., The Teacher's Personal Develop- 
ment. New York: Henry Holt and Company, 1957. 


This book was designed to help young people understand themselves 
as teachers. The human relationships that one has as a teacher and the great 
opportunities that these relationships bring are discussed wisely. The re- 
sources one has to bring to his task are used as an organizing theme. 
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Arthur T. Jersild, In Search of Self. New York: Bureau of Publications, 
Teachers College, Columbia University, 1952. 
. When Teachers Face Themselves. New York: Bureau of Pub- 
lications, Teachers College, Columbia University, 1955. 

These two brief works describe Dr. Jersild’s work in exploring the role 
of the school in promoting self-understanding and the persistent problems 
teachers have in discovering themselves. They give valuable insights to one 


in quest of self-understanding. 
Daniel A. Prescott, The Child in the Educative Process. 
Graw-Hill Book Company, Inc., 1957. 
This volume is Dr. Prescott's latest book describing the work he has 
been doing for the past two decades in helping teachers learn how to study 
human behavior. A student in this field should become acquainted with 
Prescott's work. He is a pioneer and his contributions have enabled many 
others to build upon his foundations. 
This Is Teaching. New York: Harper and Brothers, 1950. 
w York: Harper and Brothers, 1953. 
her other works, are a monument to a great 
soul in education. This Is Teaching is a recording of meetings of a college 
seminar. The book abounds in earthy wisdom and quotable quotes, such 
as: . . it is precisely in the arcas of greatest values that we become fiercely 
defensive or destructive.” It Takes Time is Dr. Rasey's poignantly told auto- 
biography through which one perceives the continuing development of a 


3 d 5 — 7 "ars of growth. 
great teacher from her girlhood through more than fifty years of growth 


New York: Mc- 


Marie I. Rasey, 
—— , It Takes Time. Ne 
These books, along with 


The 
Meaning ol 


Human 
Behavior 


A, we begin our study 
of human behavior, lets look at 
the ways in which boys and girls 
are seen by many of those who 
work with them. Then we will see 
if these ways are adequate for the 
purposes of understanding behav- 
ior. We ask our students, experi- 
enced teachers, to select a pupil to 
study, not an unusual or an abnor- 
mal or a “problem” child, “but just 
any youngster you feel you would 
like to understand better and would 
like to spend some time each week 
observing more closely than you 
observe the group as a whole.” 
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THE ME: 
One group of teachers described the individuals they had selected in 
these ways: 


Bobby is three. He is nice, sweet, gentle, and bright. 

Gilbert is a bully. He's a big nine-vear-old, has a deep voice. 

Larry is the best-adjusted one in the group. He functions well for an eleven- 
year-old. He is sensitive to others, is thoughtful, speaks slowly, and seems 


well-established. 

Gertie is a charming four. 
sensitive to adults, bright, anc 
group. 

Mark is changeable, 
wants to do, is aggressive. 

Shirley, age eleven, is popu 
her. She is bright, diplomatic, 
her class. 

Manuel, age seventeen, 
upon him. He has high 1 
prizes the independence th 

George is a non-conformist. 
adjust to him. He has a precocious interest in music. 

Betsy is a pretty, healthy fifteen-year-old with much talent and little 
interest in academic work. She sees no point in doing a lesson merely be- 
cause someone says she should. She is usually quite actively engaged in 


that seems good to her. 
ixie-like face, is very enthusiastic, has a sense 


a long pony tail, is friendlv, 


She is graceful, has 
She is the smallest in her 


1 clothes-conscious. 


troublesome. He has temper tantrums, does what he 
He is eight and has six brothers and sisters. 

lar. She's a leader. Children want to be near 
graceful, tall, thin, the only Negro child in 


is creative and sensitive. He wants limits placed 
nechanical aptitude, has an after-school job. He 
at comes from having some money of his own. 
This twelve-year-old feels the world should 


some enterprise 
Robert wears glasses, has a p 


of humor, is a good storyteller. He has a twin sister. 


Carol is dynamic, talkative, imaginative. She is very creative. She always 
plays the mother in the nursery. She doesn't like to be kissed and hugged. 
She is the product of an interracial marriage. 

has been in this country only a few months. Her parents 
are Hungarian. She is expressive, independent, has definite opinions and 
a nice sense of humor. She is very direct. She picks up after herself. 

David is always in a hurry. This seventh-grader is tall, stocky, and aggres- 
sively sensitive. He is 1 happy boy. He relates best to adults. 

Stephen is a good-looking blond. He is one of the smallest boys in his ninth 

eing the center of attention, 


grade homeroom. He is imaginative, loves b 
is bright. He likes to grow things. He's very competitive. He has an older 


sister. 


Hanya, age four, } 


]l us what the teachers 


] us? They te 
e space of a 


hese individuals in th 
nces! These descriptions tell us 
ons of behavior, quite a bit 


What do these descriptions tel 
thought was important to say about t 
few words. And what a variety of differe 


Something about the outward manifestati 
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about the appearance of the individuals, and very little about the dy- 
namics of why these children and youth behave as they do. As we discuss 
human development, our focus will be on the why's of behavior. In this 
way we will gradually develop some basic principles applicable to human 
beings in a variety of situations. 

As you use this book, we suggest that you select a child or young 
person to study and observe. 


As you observe this person in the active 
process of living, the concepts that we describe and illustrate will come 
to have real meaning for you. Choose someone in whom you are interested 
(not a relative, so that you may see him somewhat objectively ) and write 
about him in a free-association manner for twe 
least once a week. At the end of this chapte 
make some suggestions for you to consider as you study this onc individ- 
ual. We suggest this approach because it will make your study of human 
behavior more alive and dynamic. 

In this chapter we introduce you to 
underlying human behavior and indic 
edge contribute to our underst 


healthy personality. The re 


nty or thirty minutes at 
r and in subsequent ones, we 


some of the basic concepts 
ate how the various fields of knowl- 
anding. We also draw a portrait of a 
st of the book amplifies these ideas. 


Human behavior is the body in 
action. All that we do, all that we 
are is expressed by our bodies. All 
our efforts to reach out to others 


are attempts to get outside our own 
skins and establish relationships with others. Yet we 


fully in these attempts. We are cont 
recognize this as a primary 
stand the behavior of othe 


havior? 


can never succeed 
ained within ourselves and we must 
human characteristic as we se 
rs. We urge caution about 
understand another person merely because we h 
time, have shared many significant e 


ek to under- 
assuming that we 
ave known him for a long 


xperiences with him, or feel close to 
him. An understanding of the limited way 


another person gives a teacher the 
fully to the young with whom he is 


in which we can ever know 
humility he needs to relate 
associated. The essentia] 
man is the theme of Thomas Wolfe's Look Home 
other novels and plavs. Since the next ch 


meaning- 
aloneness of 
ward Angel and many 
apter discusses the body in some 


m C. Wolfe. Look Homeward Angel (New York: 


The Modern Library. 
1934) 
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detail, we note here only that one must know a great deal about the body 
in order to understand human behavior. 


Human’s Unique Capacity to Think 


The one quality that makes a human being unique and superior 
to other creatures is his capacity to think. His large brain and his complex 
central nervous system enable him to remember and to reflect upon his 
memories, to imagine and to realize the images he fashions, to plan his 
choices by using foresight, to use symbols to stand for ideas and to find 
relationships among them. Man's brain makes it possible for him to adjust 
to varieties of environment. By thinking and planning, which are qualities 
of intelligence, man can contrive what he wishes to do and how he may 
achieve his goals. He does not have to accept himself nor the earth as he 
finds them. A most important concern of the teacher is cultivating ways 
to reach goals, foreseeing likely consequences of various courses of action, 
choosing ways which promise successful achievement as well as gratifica- 


tion to the individual. 


Humans Ability to Use His Hands 


James Harvey Robinson, distinguished. American historian, main- 
as much because of his marvelous hands as 
an's long, prehensile, opposing thumb 


out the plans he contrives. With his 


tained that man is man quite 
because of his complex brain. M 
makes it possible for him to carry 
wondrously constructed hands, he 
He has learned to extend the use of his hands a 
s he has devised. Man's long history of achieve- 
ave walls to our present atomic 


can manipulate materials and thus 


control his universe. 
hundredfold by the tool 
ment from the days of crude tracings on c 
age is a history of brain and hand accomplishment. 

It still startles us a bit to reflect 
The Why's that in all man’s history there has 
r been nor never in the world 


Behavior neve 
will be a person just like any one 
of us. To state that each of us is 

significance of this statement 


unique is a truism; but to understand the 


we must delve deeply into many fields of knowledge. Each human being 
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is involved in a never-ending process of becoming the self that others 
identify as you or me or Sarah or José. While the self is constantly re- 
sponding to all the forces that are within us and those that play upon us, 


enough of each of us persists throughout time so that people recognize 
us even after a lapse of many years. 


All Human Behavior Is Caused 


Whatever we are at this moment is the product of all that has hap- 
pened to us up to this time. Note we said product, not sum. The principle 
involved is that each one of us is the product of his own inborn qualities 
and the uniqueness of his own culture. To understand another human 
being then, we must look into his background. More 
gain some understanding of how that individual has responded to what 


has happened to him, how he has felt about the happenings of his life. 
As we look for the why's of behavior in children 
causes. Underst 


importantly, we must 


and youth, we find 
anding causes tends to reduce our proneness to blame. 
We must remember that the causes of behavior do not remain static. 
Life flows and eddies. An event does not stop because it is over, for the 
effects of all events are within us, These effects are altered by new ex- 
periences. We are constantly changing, reconstructing, and reinterpreting 
the past. We do not have to settle for our original feelings and responses 
to experiences that seem ended. In a real sense no significant experiences 
are ever finished. This is a promising concept, for it makes possible the 
development of a mature person. This thought is expressed in the Scrip- 
tures: “When I was a child, I spake as a child, I thought as a child; but 
now that I have become a man, I have put away childish things.” * This 
is central to our understanding of human behavior. To illustrate: 

In The Journey,* Lillian Smith tells the story of Marty, who as a 
child was fearful, unsure of herself, and afraid to face the hurts of life. 
Marty's little boy lost both arms in àn automobile accident, and the 
mother relived her own painful childhood experiences 
to this cruel blow. For many months she withdrew 


tells her own story, “I went to the hospital every day, my body did; but 


deep down in me I wasn't there... . It is a strange thing how you hold on 
to fear." Through the months that her boy was mending his torn body, 


as she responded 
into herself, As Marty 


J Corinthians, 13:11. 


3 Lillian Smith. The Journey (New York: World Publishing Company, 1954). 
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Marty was mending her torn soul. She relived all her old childish fears 


and anxieties. In this process, she brought to her childhood experiences 
all that had happened since she had grown up: the warmth and security 
that a happy marriage had produced, and the joy of being a mother. The 
childhood experiences were reinterpreted. Suddenly one morning she 
found she could accept life and the burden of this new tragedy. Her past 
was now different for Marty. She saw it through a clearer prism, felt it in 
a more realistic manner, and became a different person because she was 
able to change the past as it related to her and to the present. 


Causes Are Multiple and Interdependent 


havior are multiple and are so interlaced and 
to try to untangle them. We must there- 
fore avoid simple, single-factor explanations if we are to avoid error. One 
teacher remarked that all the adolescents in her school who had been 
referred to the psychologist for help had working mothers. She concluded 
that the mothers’ working was the cause of the teen-agers’ difficulty both 
inside and outside of school. When asked what else she knew about the 
youngsters, she had little information. Nor did she know how many of the 
boys and girls who were getting along satisfactorily had working mothers. 
To understand why these youngsters were having difficulty in school, one 
Would need to know many factors about them: health, sibling rivalry, 
motional stability of the home 
nces, unexpected happen- 


The causes of human be 
interdependent that it is futile 


, ; . à a 
Parents’ expectations, parents mobility, e 
and of the individual, previous school experie 
1 "us ; 
ngs in their lives, and as much other data as possible. 


Some Causes Are Culturally Oriented 


As we try to understand the multi-dimensional quality of the causes 
of behavior, we draw upon the knowledge of many disciplines to explain 
why we are who we are. The study of the forces that play upon us from 
the outside is primarily rooted in sociology, economics, and anthropology. 
We need to know something about the ways in which mores, traditions, 
taboos, values, and cultural expectations affect the young as they grow. 
We need to understand what it means to be a child of wealthy parents, 
or to be one of a large family growing up on the poorest street in 
town. We need to understand something about the ways in which group 
Structure and organization impinge upon the individual. What does it 
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mean to be part of a culture that segregates its schools on the basis of 
color, or national origins, or religion, or special competency? These are 
all culturally oriented forces that push us in certain directions as we 
grow. 


Some Causes Are Individually Oriented 


The study of the forces that play within us, that cause us to respond 
as we do to any specific experience, is rooted in the disciplines of physi- 
ology, psychology, and psychiatry. Our individual responses are affected 
greatly by the bodies we have, the genes we inherited, our glandular 
systems, as well as by all the other more visible systems that constitute the 


human organism. This is why students of human development need a 
knowledge of biology and physiology. 


The wide stream of human development is made up of many 
disciplines. 
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We respond in a certain way because we have learned to select 
certain stimuli to which to respond. At any given moment the individual 
is bombarded with many different stimuli, most of which he ignores. 
As this is written, for example, the noise of a large machine outside the 
window could draw me away from the desk to investigate. Overhead a 
and the thump, thump, thump might distract me 
away. The faucet drips. I may not be 
ance that the faucet has not been 
egg, this stimulus 


child is jumping rope 
so much that I would put my work 
disturbed by the drip but by my annoy 


fixed. A clock ticks loudly; were I timing a soft-boiled 
ar a radio in the next room. I do not 


ent cues, for 1 am now 


would have first importance. I can he 
attend to any of these stimuli. They are not pertin 
writing a book. We select ou 
that are pertinent to the task at ha 
aucet, the clock 


t of our total environment only those things 
nd. So I ignore the machine, the child's 


rope jumping, the dripping f and the radio; but I respond 
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to the urge to write. Psychology is concerned with the reasons we sclect 
or ignore various stimuli and the interplay between our choices and our 
process of becoming. When we get into the workings of the subconscious 
and the more specialized areas of motives and drives, we turn to psychi- 
atry for our explanations. 


Some Causes Are Value Oriented 


The forces that grow out of established and accepted ways of be- 
having are known as group standards. As these standards function in our 
lives, we develop attitudes, beliefs, and values relative to them. When 
they are organized into some logical system, we recognize them as a 
philosophy. As we begin our study of human behavior with a willingness 
to investigate, to evaluate, to try out, and to ch 


ange preconceived notions, 
we need to know some of the work 


able value systems of the present day 
and of past generations. We need to relate the infere 


from these value systems to the knowledge 
disciplines mentioned above. 

We need to understand the values of the homes and of the com- 
munities in which the children grow as well as the values of a demo- 


cratic culture. One student, teaching in an upper-middle- 
stated: 


nces that we draw 
we gain from the other 


class community, 


These children, even at the early age of eight, reflect their parents’ 
ambitions for them. Most of them intend to go on to college, and the neces- 
sity for being “good” in school has already been impressed upon them. 
Therefore, the majority of these third graders are concerned about their 
work; they wish to do well and to take home good reports. 


These home values, which children bring to school 
certain kinds of behavior. In contrast to the parent 
to do well, consider the remarks of a fathe: 
about his son's failing work: “Well, I'm 
when he's sixteen. He's had more schooli: 
along all right." Teachers are 
children if they don't mind, w 
lay a hand on my child." 


are responsible for 
who wants his child 
r who was called to school 
going to get him working papers 
n’ now than I had and I've gotten 
admonished by some parents to beat their 
hile other parents threaten a lawsuit "if you 


Education in Nazi Germany was directed to 


à given set of values. 
Professional educators employed their knowledge and skills to instill 
definite values prescribed by Adolph Hitler and his staff. Mann's School 
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for Barbarians * describes the culture required to grow Nazis. While 
America does not endorse indoctrination, it is very important for teachers 
to be consciously aware of their own values so that they may know 
what they teach, and may evaluate how much their own values influence 
their teaching. Conflicts in values frequently occur in our schools because 
à democracy encourages many diverse loyalties. One can be a loyal 
American citizen and a loyal Republican, a loyal Democrat, a loyal Jew, 
a loyal Catholic, a loyal Protestant, and a loyal Bing Crosby fan. The pos- 
Sibility of multiple loyalties requires us, as teachers, to think critically and 
thoughtfully with our pupils about life's goodnesses. If we overemphasize 
matters such as tidiness, cleanliness, speech patterns, and rowdiness, we 
may forfeit our chances to influence values in major areas of living. 
Thus, to understand the multiple causes of behavior, we must have 
vith many disciplines. You will note that we do 


à speaking acquaintance v 
ar discipline for 


not label each contribution as stemming from a particul 
we believe that all this stuff must be integrated into a whole in the same 


Way that it functions in the lives of people. 


Teachers Function 
Is to Orchestrate Disciplines 


The teacher's function is to orchestrate the principles that are signifi- 
cant and relevant from all the behavioral sciences and from the arts in 
order to understand more fully the dynamics of human behavior. This or- 
chestration of knowledge is one of the most satisfying phases of a teacher's 
Work because it gives to teaching a challenge that makes it worthy to be 
called a profession. As one orchestrates what he knows, in order to use it 
more effectively in his teaching, he tends to avoid accepting narrow view- 
Points and single-minded explanations, for he discovers that usually two 
and often more theories are needed to explain the same phenomenon. 
To make a comparison with physics, we quote Oppenheimer: . state 
and orbit, like position and impulse, are complementary notions; where 
One applies, the other cannot be defined, and for a full description we 
must be able to use now one, now the other, depending on the observa- 
tion and the questions that we put." * Our goal in teaching is to learn to 
— 


* Erika Mann, School for Barba 
Si J. Robert Oppenheimer, Science and the Comm 
mon and Schuster, 1953), pp. 62-63. 


rians (New York: Modern Age Books, 1938). 
aon Understanding (New York: 
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use “complementary notions” creatively. If we are successful, our descrip- 
tions of behavior will be richer, our questions will be more pertinent 
and we will develop new knowledge. 


Human beings have an infinite 
potential for development in an in- 
finite variety of ways. No one ever 
cultivates all his capacities. Even 


the most ordinary of us could de- 
velop a hundred skills that he doesn't now 


a dozen fields now unknown to him 


Some Malfunctioning 


Personalities 


have, could become expert in 
, and could, in so doing, become a 
fuller, richer human being. He could, that is 
and if he had that indefinable some 
ing of health now in a whole 
soul. It is interesting to note 
as a synonym for healthy. 


if his life were long enough 
thing known as health. We are speak- 
sense, including health of body, mind, and 
that Webster's dictionary lists wholesome 


Every human body must be nourished to stay 
alive. If not given the nutrients 


required for 
health, 


the body grows crooked. In the same 
manner the spirit or personality or soul grows 
crooked if not given the nutrients that the psyche 
requires. Man lives not by bread alone. The ef- 
fects of deprivation of the spirit vary from person 


to person, but deprivation leads to some kind of 
malfunctioning. Today, th 


e outbreaks of juvenile 
delinquency throughout the world 
the so-called civilized countries, indicate how 
deprivation. of the spirit has affected young 
people. Wise heads saw this coming a generation 
ago, but, as Abe Martin once observed, "Ther 
seems to be plenty o' money fer everthing but 


necessities. , life an’ turnips remain 


5 especially in 


Human 
cheap an’ plentiful.” « 


This commentary upon out 
values sec 


^ms even more true tod 


was said in 1910. We believe the most glaring 
fault of our age to be 


p 1 
the neglect of our young 


ay than when it 


# Ken Hubbard, Indiana humorist during the first part 


of this century, used “Abe Martin” as à pen name. 
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people. With the deprivations we endure, we grow dull personalities, 


neurotic personalities, and slugging personalities. 


The Dull Personality 


Much of what teachers regard to be dullness is learned. Dullness is 
the Opposite of sharpness, as we speak of a “dull” knife. A dull personality 
expresses slowness in perception and in sensibility. Dullness is often an 
adjustment to frustration. Unreasonable pressure to do things one cannot 
do or has no interest in doing may result in dullness. Dullness provides 
à respectable escape from demands and pressures. Probably each of us 
has utilized dullness as a means of escaping unpleasant tasks. The man 
of the house may be quite dull about housekeeping. Women are fre- 
quently dull about making minor household repairs. A child who cant 
read escapes doing homework. As long as one can decide whether or not 
he wants to be in the situation in which he is dull, such pleading of 
dullness results in little harm. The experience becomes quite different 
When one is compelled to be in a situation in which one is generally looked 
Upon as dull. We recently interviewed some bright-looking, bright-acting 
young citizens who said to us in one way or another, “I don't do very 
Vell in school. Tm kinda dumb." The acceptance of dullness by a boy or 
girl-just because he or she can't go through certain academic rituals 
Tesults in one of the great wastes of our day for if a child thinks he is dull, 
he tends to behave in a dull manner. Teachers are coming to realize that 
effective intelligence consists basically of an attitude toward one's self and 

g 


one's adequacy to deal with life's problems. 


The Neurotic Personality 


The neurotic thinks crookedly. To the extent to which he is neurotic, 
his attitudes and behaviors are out of touch with facts. We hazard a guess 
that the historians of the future will characterize this age as a dangerously 
one. One of the insidious effects of our present-day neurotic 
thinking is displayed in racial and religious prejudice. One’s particular 
religious affiliation is frequently considered an important qualification for 
— T 
I * These terms and the description of each kind of personality were developed by 

Toward Lane in Shall Children, Too, Be Free? (New York: Anti-Defamation League 
of B'nai B'rith, 1949). 


Neurotic 
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political office. Science finds no inherent differences between races that 
function in human behavior, yet, because of confused motivations and 
reasoning blurred by cherished beliefs, thousands of young people were 
denied schooling during the 1958-59 school term. 

Another neurotic manifestation that plagues us is disregard for the 
authority of knowledge. We have, to a dangerous extent, equated author- 
ity with power rather than with knowing. This crooked thinking leads us 
to make decisions that rest on shaky foundations. Too many issues are re- 
solved by the amassing of power in the guise of lobbies, pressure groups, 
and use of mass media, with almost complete disregard for the knowledge 
that scholars have accumulated through serious, dedicated, selfless study. 

The extent of neurotic behavior among people is manifested by alco- 
holism and divorce, and other frantic efforts to escape. We would rather 
be entertained by others than entertain ourselves, These examples, while 


not exhaustive, indicate the kind of malfunctioning that comes from 
neurotic adjustment to deprivation of the spirit. 


The Slugging Personality 


The sluggers are the ones who must have 
power regardless of the cost to others. As children 
they are the ones who insist upon having their own 
way, who fail as they grow to develop empathy 
for their playmates. The clinical term for the slug- 
ger is the aggressive personality. The slugger is 
a selfish person—power driven and greedy for 
whatever gives him control over others. From the 
sluggers, who do not hesitate to impose themselves 
and their wishes upon other people, emerge the 
dictators, the gang-leaders, the ward bosses as well 
as the bullies, the overbearing, and the unethical 
hucksters of our modern day. 

In America we have tended to extol aggres- 
siveness as an essential quality of the free, enter- 
prising individual. We still cling to an image of 
the national hero as a swashbuckling fellow who 
rides roughshod over the people around him to 
attain his ends. We frequently fail to distinguish 
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JJ ̃ ey cae ra d ur ds 
from failure to vester iua omi 3 [s rev "e 
Doubtless the word has iet a persons eager " pee d ds 
also to recognize the danger of deterioration of W xs is : 
£ a n 
aware of the feelings and desires of others. The slugging personality is 
maladjusted for he has not learned to control his aggressiveness. Each 
aggressive act requires another one more aggressive, more controlling for 
the slugger to be satisfied. His words, his desires, his wishes are all that 
he recognizes as important. 

Man tends to treat others as he himself is treated. The slugging treat- 
ment received by the subservient pupil today is likely to be passed on 
tomorrow by the same pupil to someone weaker than he is. One can almost 
hear in some authoritarian classrooms the pupils saying, "Wait until I get 
my turn!” 


The Vitamins To avoid these warped, mal- 
nourished spirits, what is needed? 

of Personality What makes life good? A primary 
assumption of this book is that we 

want to learn how to grow good 

id good lives. While the men 


Deo 7 
People. To do so we must make sure they le: 
ve dif- 


an 2 
- d women who have studied human development thoughtfully ha 
eds, the essence of their thinking 


fere 
ent ways of categorizing people's ne 
ings you must 
g 


io alike. To know the quality of living of human be 
Beh 5 to which the basic needs described in the following pages 
ovi pplied, recognizing that none of us finds all his needs satisfied com- 
wid ` We shall attempt to draw a profile of a healthy, wholesome person 
inam "m. serve as a usable reference point as you study human develop- 

. We like to think of these needs of the spirit as the vitamins of one’s 
Psychological diet. 


Affection, Friendship 


Nature wisely provides that 


EVERY HUMAN BEING HAS TO BE LIKED. 
hey care. Babies can 


a 

sh readily learn to love the infants for whom t 
y, HRS and even die for lack of love. But the infant who is loved learns to 
9ve those who care for him. As he grows and makes friends, his affection 
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extends beyond the home. Often adults say to children, "A person is 
known by the company he keeps." What do we know about a child by the 
company he keeps? We know to whom he must go to find people who like 
and respect him as he is. 

No adult has a higher responsibility than to make certain that the 
children within the realm of his influence have interesting, dependable 
friends. Modern life makes the exercise of simple friendship difficult for 
children. Fault-finding remains a common activitv of some parents and 
teachers. Normal, friendly relationships among children are discouraged 
in some schools. Older children find their friendships in groups, gangs 
modern life provides few facilities for respectable ganging. Children nced 
time and place just to be with their friends. Play space in many cities is 
limited and inaccessible to large portions of the population. We adults 


have much to do if we are to meet our responsibility to young humans as 
they seek the vitamins of affection and friendship. 


Self-Respect 

THE CEMENT OF MENTAL HEALTH IS SELF-RESPECT. No healthy person 15 
ashamed of himself. The answer to the question, "Aren't vou ashamed of 
yourself?” is “No!” The fundamental treatment of disorders of personality 
is the rebuilding of self-respect. The adult who undermines a child's re- 
spect for himself is assuming a greater responsibility than he has the right 
or wisdom to assume. At times every child does behave inappropriately: 
even intolerably. The adult who seeks genuinely to preserve his own in- 
tegrity and to strengthen the child's self-respect will behave in terms of 
that wonderful line from Carl Ewald’s beautiful book My Little Boy. At 
the point where he and his little boy face the fact that the boy has mis- 
appropriated a cent, the father says most earnestly, “What are we going 
to do?” * ; 

We adults often make it difficult for a child to be a child and retain 
his self-respect. This leads children to believe that adults are "sour-pusses" 
and “kill-joy 


Some associate pleasure with defying adult authority and 
come to disdain all adult values. We must avoid this reaction by planning 
our homes, our schools, and our neighborhoods so that they accommodate 
normal childlike behavior in complete respectability. Only in such a com- 


* Carl Ewald, “My Little Boy.” in The Scribner Treasury (New York: Charles 
Scribner's Sons. 1953). x 
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Arcen ee WI BRAVE: Tomba ati ; i 
prehensive way can we hope to rear a generation of self-respecting human 
beings. 


Freedom 


ONE OF THE FIRST URGES A CHILD HAS IS TO BE FREE. He kicks off his 
blankets; he revels in being released from his diaper. Among the first ideas 
^ child learns to express is, “I will do it myself." One of his first words is 
"No." Dr. Aldrich * maintained that modern culture puts children through 
the *No! No!" stage of development immediately after they first learn to 
get around the house. 

Press firmly the sole 
to the right; he turns it to the left. We are born with a 
Homes, schools, 


of an infant's foot; he presses back. Turn his head, 


ever so gently, 
natural resistance to the imposition of outside forces. 
ed that a child can exercise his natural 


neighborhoods must be so manag 
rs is no more tolerable 


disposition for freedom. Following dictatorial orde 
to a child in his home and school than to the citizen in his community and 
mation. 

“A slave is one who gets his purposes from some- 


2]. 
Plato commented, 
their own behavior to 


body else.” Most adults could profitably examine 
c acceptance of human slavery. Some 


ct of children for adults seems to us 
rvility—behavior ex- 


detect vestiges of the world's histori 
of what we call courtesy and respe 
ssion of the acceptance of se 
Among the most coercive devices of 
gh appeals for loyalty and de- 
ed the sweet command, “You 


to be merely the expre 
pected of his slaves by the master 
mankind is control through charm or throu 


votion. All of us have doubtless experienc 
do want to take the garbage out, don’t you dear?” We shall make few 
R 


gains in human relationships until children are included as full-fledged, 
respected members of society who are given 
ith adult guidance. The vitamin of freedom 
as much as do adults, in order to grow 


as many choices as they can 


learn to handle competently w 
is one that children need, quite 


healthy personalities. 
Faith, Respect for Authority 


NT UNTO HIMSELF ALONE. Man is man only when 


NONE OF US IS SUFFICIE 
a of us needs someone upon whom we can 


he is ; 

te is a part of a group. Eacl 

— 

des i C. A. Aldrich was one of the 
gratification to wholesome growth. 


pediatricians who early recognized the importance 
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rely in complete confidence, and who “won't tell.” Happy is the child who 
finds this person in his home. We adults find him in a husband or wife, 
a clergyman, a political figure, an old friend, the physician, the bartender, 
the psychiatrist. Desolate, indeed, is he who has no faith in anyone, any- 
where. 

Respect for authority is not to be confused with fear. Like love, 
respect must be earned; it cannot be demanded. A child expresses it in 
questions such as, “What would you do if you was me?” Many parents, 
teachers, neighbors unwittingly disqualify themselves as authorities by 
unjust decisions, foolish and insignificant demands, lack of perspective on 
manners, cleanliness, friends, play. Adults can hardly expect children to 
respect their values unless they respect the values of children. 

In order to gain respect from the young, we must demonstrate inter- 
est, competency, and wisdom in matters that concern them. We cannot 


hope for genuine respect from those whose interests and behaviors we de- 
plore, nor from those whose wishes we ignore. 


Challenge 


EACH HUMAN BEING IS BORN WITH THE URGE TO CROW. Stimulation of 
this urge, which we call challenge, is an important vitamin that the adults 
in the child's life must provide if they seek to build healthy personalities: 
Few of life's great moments equal the joy of hearing our first-born child 
answer our seemingly inane baby-talk. We have been cooing at him for 
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several weeks, a n—swe 
f e S 3 nd E sweet moment!—he coos back. For months we 
o him our hands, urging, “ d P n i 
CMS uds ur hands, urging, "Come to Daddy,” until finally he takes 
8 8 esita 188 Te eom he : TT 
diete ant steps. We toss a ball to him many times, and at last see 
n talents that assure him success with the Dodgers. This is challenge. 
© sees * 3 ** ie: " a 
an essential factor in the growth of the human personality. 
Wh: . » " ME ee T 
: Vhat becomes of challenge when the child is six, ten, sixteen years of 
aeo "^L. e 1 " 
as Challenge is too often displaced by commands and prescribed be- 
havior, I ant shildy Ta ; 
855 f we want our children to use good language, we must use good 
guage ourselves, and treat them so well that they will want to speak 
as we -Ó rs . 
a E do. Gc nuinely good manners are learned only from people who 
er ` i i imitati 
nploy them with children and who challenge imitation. Man tends to 


create himself in the image of the people he likes. 


Nature 


BEING A PART OF NATURE, MAN NEEDS TO PARTICIPATE IN THE PROCESSES 


5 Nature. It is likely that modern man has protected himself too much 
ka wind and weather. Our urge to get close to nature impels us to do 
strange things at times. These words are written in immediate and joyful 
pe pation of traveling in a boat to a rocky, bug-infested woods to eat 
bi which will have recently been carried from a clean house, well- 
Screened, and completely equipped for the proper preparation and serving 
of food. We need to be close to the earth. 

The most important aspect of nature for man, however, is his partici- 
pation in the processes of living. Man needs to influence growth. The 
amazing, and seemingly illogical preponderance of dogs and cats, ivy and 
Seraniums, in our crowded city neighborhoods is an expression of the 
common need to help living things live and grow—be they petunias, pups, 
or babies, Apparently we need, too, to play with basic natural phenomena. 
E € go to great effort to play with water; we like to make and poke a fire. 

Very child needs continuous opportunities to be close to nature in as 
many Ways as possible. Caring for growing, living plants and animals is a 


Necessary vitamin in the child's life. 
Art, Creativeness 


attribute to God great satisfaction as He 
veyed the product of His creation, and 
vould be: “Look! I did this myself.” 


MAN IS MADE TO CREATE. We 

sa 
L : down upon the Seventh Day, sur 
called it à E wie 
led it “good.” Our way of putting it v 
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We have recently come to recognize the importance of the significant and 
helpful new profession of occupational therapy. Many shattered souls are 
being made whole by centering attention upon a concrete task and achiev- 
ing a planned result—a rug, a poem, an ax-handle, a picture, a lovely gar- 
den. Mud pies are as essential to growth as milk. Today we have clean 
“mud” in the form of washed sand and refined clay. Today it is the excep- 
tional person who builds a house, makes a vehicle, fashions a suit, raises 
a child. 


It seems essential that each of us be able to center his whole attention 


and energies upon some purpose and carry it out. We need to make things 
happen, to work, and to see beneficial results from our labors. Thus the 


arts, instead of being fads and boondoggling frills, are fundamentals in 
the lives of our young and of ourselves, Genuinely artistic—that is creative 
—experience is attained only in pursuit of one’ 
operative pursuit with others. The vitamin of creativeness must be re- 
turned if we are to grow completely whole. 


S own purposes or in co— 


Value, Appreciation 
WE NEED TO BE NEEDED. The little child plays with pots and pans and 
carpet sweepers; he demands a place at the family dinner table; he tells 
tall tales like Daddy's or helps Mother in cleaning the apartment; not in 
mere imitation, but as a declaration of his demand to play a part in the 
life about him. Older people need to be needed, too. Who has not seen 


active, healthy people retire to sit and enjoy a life of leisure—and soon 
: ) 
die. We need to be needed, always, 


Modern, efficient civiliz 


ation has no greater task than to find genuine 
use for youngsters 


and for the aged. No factor in human life is more de- 
grading than to be a "kept" person, whether by a man, the county, a trust 
company, one's parents, or one's children. The need to carry one's own 
weight is at once the great need of mankind and of m Í 
demoralizing to young people 
need to be done. 


an. Only slightly less 


is adult imposition of work that does not 
Most modern homes tod 


cant work for youngsters. The 
should be a place where childre 
the benefit of each other. 


ay cannot find adequate, signifi- 
community then should do so. School 
n's abilities, and talents are employed for 
The talents of a child should be assets to his 
associates, never claims to distinction. from them. Application of this 


principle would revolutionize school practices; it might save the world. 
§ 
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Fun, Zestful Experience 


WE NEED TO HAVE FUN. An essence of wisdom and of morality is the 
long-time widespread view of human gratification. The busyness of little 
children astounds their elders. Ever since Noah’s boys were little, children 
have been running, jumping, shouting, wrestling, splashing, throwing 
things at other things; they have been active, adventuresome. Recently, 
L beheld a half-dozen boys clinging to the outside of a speeding city bus. 
I was horrified by their gleeful disdain of extreme danger. Yet I can recall 
my own childhood pleasure in seizing a heifer's tail, in whipping up the 
horses to make them race, in swinging from grapevines to drop into deep 
river pools, in daring to walk on the steep barn roof—much to my father's 
dismay as he saw cracked shingles, not boyish adventure. Young people 
have to have fun. Where do they find it in your town? 

In many American communities it is becoming increasingly illegal to 
do childish things. Ball-playing in the streets is unlawful. A boy cant 
throw anything with all his might unless he is old enough to have a busi- 
nessman's name printed on his back, or can make the team at school. 
There are few places where young children can argue about whether they 
made first-down or first-base without an umpire saying, "Yer out!" Robert 
P. Smith's “Where Did You Go?” “Out.” “What Did You Do?" “Nothing.” ° 
gives an entertaining and informative picture of American childhood un 
two generations. Smith helps the reader understand how much harder it 
is today for youngsters to have fun than when he was a boy. 

One of the saddest developments in modern civilization is synthetic 
fun. We get excitement, live dangerously, from bottles, slick magazines, 
tock n' roll, movies, TV—all without moving from our soft chairs. We go 
to stadiums to scream invective at umpires from the safety provided by 
Walls and league rules. We crowd Madison Square Gardens to watch hired 
men work diligently to separate each other from consciousness. The adult 
World seems compelled to find appropriate, practical excuses for the little 
fun it has. We golf to exercise, and pay a caddy to take most of the exer- 


ax, but woe to the partner who actually relaxes. 


cise; we play bridge to rel 
play bridge to r thing simply 


Seldom do we hear an adult proclaim his intent to do any 
because he likes it. 

8 '? Robert Paul Smith, "Where Did You Go?" "Out." 
Nothing." ( New York: W. W. Norton and Company, Inc., 


" "What Did You Do?" 
1957). 
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These then are the vitamins human beings must have to grow — 
somely. Our job as professionals is to see that the children and me 
with whom we work and play have as rich, as satisfying, as well-balancec 
a diet of these vitamins of personality as we can possibly contrive. 

As we study human beings to see if they are functioning ina healthy 
manner, we watch the trends of behavior, for these trends are more signifi- 
cant than any present, isolated example of behavior. AII growth is in an 
uneven line. Immediate behavior gives scant clues to personality. The 
many stages of development which children and youth go through as they 
mature markedly affect their behaviors. We discuss the meanings of these 
stages in Section Two (see pages 177-368). 


Suggestions for Further Exploration 


> Write a short description of the individual you have chosen to study. Try 
to write it in such a way that we can get to know the child or youth, If he were 
coming to our house for the weekend, what could we expect? After you have 
written your description, read it over and ask yourself these questions: 


What makes this individual unique—different from 
What do I need to find out about him to expl 
Where would I go to find out these things? 

How does his body in action express his uniqueness? 
How does he express the culture in which he h 
In what ways does he express the 
How have you seen him e: 


all others? 
ain how he ticks? 


as grown? 

urges and forces that are within him? 
xpress his values? 

As you continue reading, come back to these questions and see how much more 
fully you can develop them. Discuss your child study with some of your class- 
mates. Compare the approaches that different ones of you have used in describ- 
ing your child or youth. i 


> Start compiling a list of words and phr: 
tion, and begin to develop the concepts r 
list. Your own lexicon will be invalu 


ases that you feel need fuller aplana 
needed to bring full meaning to ur 
able to you as you proceed with your study. 
Note some teaching practices that seem to violate the simple rules of friend 
ship. How common is the practice of teachers’ seeing their pupils outside school 
> Find a teacher who is unusually skillful ir 
his pupils. Study what he does to see how he 
atmosphere in this classroom and see what it te 


n developing self-respect among 
achieves this end. Also study the 
lls you. 


> What is your neighborhood doing to make children and youth feel needed? 
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> View: Helping Teachers to Understand Children, Part I, 20 min., sound, 
(United World Films)! 


This film presents the methods devised by Daniel Prescott and his associates 
to help teachers in group situations learn how to study human behavior 
with clarity and insightfulness. We recommend that you view it as you 
start vour study of a child and again later to refresh your thinking about 
important phases of development. The film is in two parts. Part I will be 


more pertinent to your study. 


Additional Sources You May Find Helpful 


John Dewey, Human Nature and Conduct. New York: Random House, 
The Modern Library, Inc., 1930. 

John Dewey's classic presentation of the idea that man is part of nature 
but has the capacity to go far beyond nature in creating a life good for him- 
self. This is not easy reading but the study of this book is most rewarding 
in deepening understanding. 


Lawrence K. Frank, Nature and Human Nature. New Brunswick, N. J.: 
Rutgers University Press, 1951. 

A thoughtful presentation of a w 
there isa conflict between human nature and human goodness. 


ise man secking to dispel the idea that 


Earl C. Kelley and Marie I. Rasey, Education and the Nature of Man. New 
York: Harper and Brothers, 1952. 

In this book two master teachers present in clear language important 
facts about the human organism as bases of the beliefs about learning and 
teaching which guide many in the teaching profession. 


Sir Charles Sherrington, Man on His Nature, 2nd ed. Garden City, N. Y.: 


Doubleday Anchor Books, 1953. . . 
In this book one of the most learned men of our time discusses many 


of the imponderables of human behavior. Chapter XII entitled Ss i 

is worth serious study. A difficult book but one most people cherish once 

they have made it their own. 
——ę— 


dis 1! When films are mentioned, consult the 
istribution of film. 


most accessible film library for source of 


The 


Organic Bases 
ot Behavior 


An human behavior is 
the body in action, whether it is 
sucking for food, admiring a sunset, 
rejecting an idea, or accepting a be- 
lief. Mankind has suffered much 
confusion by trying to separate his 
mind from his body, saying of some 
behavior “this is the mind,” and of 
other behavior “that is the body.” 
Someone has wisely put it that we 
should say of ourselves "I am 4 
body,” rather than "I have a body.” 

Many of the ways in which hu- 
mans behave are yet incompletely 
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understood. Where in y as bee i F i i 
45 . Where in you has been the image of the friend you recognize 
after vears leniration? Where have v : 1 
pnl rs of separation? Where have vou kept the old song which 
popped into your head" at the song-fest? Physiological explanations of 
memory have D ees Hd; d 7 5 d 
5 y have not been made, yet we know that we remember less well 
: en we are fatigued or ill. Elderly people recall events of their early 
ives re clearly the ee 9 ; x 
ie more clearly than their recent experiences. We have no physiological 
exp anation of mental imagery, yet we know that individuals differ greatly 
in its vivi SS c 
1 its vividness and accuracy. We have used the term mental to refer to 
üctivities such as re ri i ini i iri 
ities such as remembering, imagining, reflecting, aspiring, and 

valuing, 

5 We think more clearly when we are aware of the vast variety of 
behaviors of creative life which range from the sheer physical gratification 
of the mud puppy that seeks greater depths in slime to the emotional 
rete ; i 
gratification a human receives when he seeks to enhance the happiness of 


a loved one, Whatever we do, we do it with our bodies. 


Eak mody It is quite futile to ty to under- 

4 stand another person without under- 

Te Unique standing his body. To understand 

ourselves we must understand our 

f own bodies, the ways in which they 

unction, and their limitations for carrying out certain functions. We differ 

much from each other. In all the world, none of us can find another person 

Who looks exactly like himself. Very little of the total functioning of our 

bodies can be seen by ourselves or by others. In this chapter we shall 
discuss some of the more important aspects of the body. 


Much of the quality of the body 


Natural , : 8 
üi is set down in a single cell at con- 
A "teri g . : 2 : 
üracteriaiies ception. At that time it is deter- 
Are of the Body mined whether we are to be male 


or female, dark or light complex- 


ioned. Also, the ultimate length of 


the bones, our approximate shapes at age ten, fifty, or ninety are deter- 


Mined. This single cell, resulting from the fertilization of one egg, deter- 
Mines à person's ultimate size, the shape of his features, the rate and 
Patterns of his growth. These qualities we call native. The term native is a 
Specific, meaningful term. It refers to the qualities of the body of which 
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we can say "that is natural.” One can never say of a person, "Hc is a 
natural-born thief," or "He is a natural-born good reader." Natural refers 
to inborn characteristics of the body. 


Nature Sets Limits 


Nature sets limits of capacities for each of us. We each have an infinite 
variety of capacities—to lift weights, to run, to leap, to memorize, to dis- 
criminate colors, to imagine, to make nice movements, to interpret sym- 
bols. How we use these capacities and to what extent they develop depend 
upon opportunity, challenge, and desire. Nature provides capacities, the 
culture converts them into abilities, We urge that this distinction be kept 
in mind: an ability is a cultivated capacity. When we speak of native 
ability, we really mean the capacity to become able. 

Most of our activity is not at the limit of our potential. We do not 


walk as fast, nor read as rapidly, nor think as carefully as we are able to 


do. Doubtless the world would turn more smoothly and securely if more 


iti imits. Native 
of us developed more of our capacities more nearly to the limits. Nativ 


capacity limits what we can do; it does not determine what we do. 


It is appropriate to note here that in all of life's activities each of us 
assumes a congenial pace of functioning. We walk, or saunter, or race ah 
highly consistent rates of speed. We read at rates quite below our maxi- 
mum capacities, but at consistent rates. Slow r 
their speed by several months of self- 
interesting material, b 


:ncrease 
eaders can vastly ae 
à dig cn saos ridus 
imposed practice in reading simp!” 
: 8 : ae 
y consciously striving to read rapidly and to x 


member. 
" 3 all 
Body's U Our bodies are subject to @ 
ody^s Uses 2 . e 
nature's laws that affect other cre? 
Are Learned 


tures, Being human is improving 
upon nature, going beyond it. It is 
not defying nor denying nett 
Since man has begun to study himself as part of nature, he has pondere© 
much about heredity, Early in the twentieth cent 
eugenics based upon the idea th 
“bad blood,” society would 


and wickedness. Then 


ury came the science 0" 
at if we could rid the social structure ° 
achieve goodness, freedom from degradation 
; Wise men recommended programs of sterilizing 
unfit persons to stem streams of “bad blood” flowing through our civili- 
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zation. We have since learned that man's social problems cannot be 
resolved by such simple methods. We take no exception to the idea that 
the body is subject to laws of inheritance. We do insist that human be- 
havior, the way one uses one's body, is largely the result of learning. 

The body structure of most human beings is adequate to enable them 
to function as fine humans if well nurtured. However, characteristics of 
the body account for specialized capacities and deficiencies. For example, 
human beings differ markedly in their capacity to make nice movements. 
When you look at the drawings of children, you see not merely differences 
in the ideas, you see differences in the niceness of muscular control and 
sensitivity to color and design. You will find in any second, third, fifth, 
or tenth grade wide differences in the quality of handwriting. Too often 
we say to children, “If you would practice like Mabel does, you could 
write well, too." Usually this is not true. Some people can make quite nice, 
freely flowing movements which others can scarcely approach. 

Many as yet unknown features of the brain are subject to the laws of 
inheritance. Doubtless some people have more capacity for higher mental 
Processes than others because of the differences in physical qualities of 
their nervous systems. However, human behavior is so predominantly 
unfixed, so much the result of learning, premeditation, and deliberate 
planning, that the individual's family tree can be of scant interest to the 
teacher, 

Likely you have read of the family histories such as that of the 
Kalikaks. Martin Kalikak, a soldier in the Revolutionary War, made preg- 
nant a tavern girl to whom a son was born. Hundreds of degenerates 
descended from this illegitimate union. This Kalikak event occurred at a 
time when illegitimacy was scorned. You may recall the plight of the 
New England mother and her illegitimate child in Hawthorne’s novel, 
The Scarlet Letter. The fact that Martin Kalikak went back home and 
married a fine young woman who gave us no recorded improvident 
descendants has been taken to prove the importance of inheritance. This 
Study could as well be viewed as an illustration of the effects of rejection 
and of the plight of the illegitimately conceived child, as of the power of 


heredity. 


Teachers are prone to 
that dull children tend to come from dull families. This seems t 
as reasonable to believe that 
en. Abundant 


attribute dullness to inheritance. We know 
o prove 


that the quality is inherited. It is quite nable: s 
dull Persons provide dulling circumstances for their childr 


48 


THE ORGANIC BASES OF BEHAVIOR 


data show that children who are born to socially inferior people but 
reared in good homes are not to be distinguished in quality of behavior 
from children born in the good neighborhoods in which they live. Evi- 
dence on the relative importance of nature and nurture is conflicting. 
Doubtless the next decade or so will yield additional data to clarify 
our understandings of what is intelligence and how it best can be 
nurtured. Surely no one can maintain that the quality of nurture makes 
no difference in the quality of human behavior. We urge vou to read 
Stoddard's The Meaning of Intelligence as an early account of efforts 
to probe this area of human development. 


Let us now consider some qual- 
Sonie- Qualities ities of the body that are more sub- 
ject to the laws of inheritance than 
others. We have competent agree- 


Subject 


to Inheritance 


ment that if certain characteristics 

are found in 
both father and mother, or in the families of father 
and mother, we can anticipate them in children. 
Among these are body proportions, size, color and 
shape of eyes, softness or hardness and spacing of 
teeth, length and proportion of bones, brittleness of 
bones, degree of pigmentation in hair, eyes, and 
skin. We can help our children by guiding them to 
see the patterns of development in their own families 
and accepting these as their own. We might note 
here that quite often a child is seen to be much like 
one relative—aunt or uncle, grandparent, or parent. 
That individual's growth pattern is useful in predic- 
tion. In some families, children approach physical 
adulthood early in their teens, while others attain 
physical maturity quite late. 

Some people with pardonable pride but undue 
assurance make much point of their ancestry. 
Numerous Americans are proud to be descendants 
of Priscilla and John Alden. From how many other 


' George D. Stoddard, The Meaning of Intelligence 
(New York: The Macmillan Company. 1943) 
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P jdn do they descend? Each of us has two parents, four grandparents, 
e at-or ar i i 
Fw great-grandparents, and so on. Going back ten generations to John 
> en's time, we have 2046 ancestors, from each of whom we may have 
i ite S hes Sutor 7 ; 
s herited some characteristics. We tend to assume that we inherit only 
rom that m: ; arries the family name 7 j 

at male who carries the family name down through the years. 


GENERATIONS 
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Ancestors multiply rapidly. Counting back ten generations to John 
Alden’s time, cach of us has 2,046 ancestors. 


Sense Organs 


One of the more important physical qualities is the sensitivity of 
Sense organs. Has it ever occurred to you that our sense organs are highly 
Specialized feelers? The eye is sensitive to the touch of the light wave, 
the nostrils to the touch of gases. The ear detects differences in waves of 
sound: the taste buds react to touches of chemicals in solution. We differ 
much from each other in the sensitivity of these organs to stimuli. We 
may say to little Rosa, who can hardly bear the dentist, "Why can't you 
be brave like Susie?" Susie's teeth hurt hardly at all with the drilling, while 
Rosa's teeth hurt tremendously. They have different thresholds of pain. 


Some people can hear tones that are inaudible to other people. Not all 


ears can enjoy sopranos. A dog responds to a whistle so highly pitched 


that no human can hear it. 
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Tissue Strength 


The size of muscles and the vigor and strength per unit of muscle 
are markedly influenced by inheritable factors. An important fact of 
health is the strength and elasticity of blood vessels. Some children fre- 
quently have broken capillaries; some of us have arteries that will age 
much earlier than those of other people. The rupture of a cerebral blood 
vessel, which had caused so many deaths in the Mendelssohn family, 
brought death to young Felix at age thirty-nine. 


Stability of Nervous System 


The stability of the nervous system tends to be inherited. Some 
individuals and families can tolerate a great deal of adversity without un- 
due strain. It is well here to warn that we cannot judge nervous stability 
by outward displays of emotion. When members of some cultural groups 
do not weep and wail at funerals, their associates assume that they just 
don't care for the departed. Other cultures would feel quite unhappy t? 
allow their emotions to be displayed in these circumstances. We cannot 
judge stability of the nervous system by outward behavior. 


Maturing Patterns 


The patterns of maturing—early maturing and late maturing—tend 
to run in families. In any school grade of like ages, we see great differ- 
ences in the degree of being grown-up. In a sixth grade we find shapely 
women, strong “he-men,” and little children. Some children need to be 
helped and reassured about their own patterns of maturing. Early ae 


velopment does not mean ultimate superiority. Many large men were little 


boys at age sixteen. Teachers must avoid fostering undue adulation for 
£ 

early growers. This frequently is done by giving approbation to early 

readers in first grade, by assigning parts in music and dramatics to the 


2 ; y "avori s; A agrant 
more mature students. Favoring the early growers is especially flagran 


in athletic sports and other public performances in high schools. 


As this is written, all America is excitedly seeking potential scientists 


and mathematicians among young children. Quite commonly, children a 4 
stereotyped as academic or non-academic as early as age eleven anc 
twelve. This is common practice in Europe. We may be sure that by 
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typing children at too early an age, we miss and withhold opportunity 
from many “later bloomers.” Numerous highly capable minds do not 
become intellectuals until the late teens. 


Bodily Weaknesses 


Some bodily weaknesses tend to be inheritable—the tendency toward 
heart disease, diabetes, epilepsy, chorea, some kinds of insanity. These in- 
heritable defects must be present in the biological inheritance of both 
parents in order to affect the offspring, A particular child may not be 
affected by the specific family defect himself, but may carry it within 
his genes as a recessive characteristic, and pass it along to his children. 


Sex 


The primary difference between humans is sex, male or female. One 
of the interesting arguments of our recent past concerns the significance 
of maleness and femaleness. Some insist that sex should be taken into 
Account only in reproductive activity, that there are families in which 
mother should go out to make the living while father keeps house and 
cares for the children. (This has already happened in some communities 
in which father cannot get a job and mother finds it easy to get women’s 
Work, ) 

Others insist that every child in the world knows, by the time he is 
two years old, whether he is to be a man or a woman and what difference 
this will make to him. Boys and girls need to understand, they maintain, 
what it means to be a boy or a girl—not only physically but in the culture. 
The culture sets more of the sex-linked behavioral differences than does 
nature, These differing points of view are discussed by Pearl Buck? and 
Margaret Mead.’ 

All of us have within us some maleness and some femaleness. The 
terms introvert and extrovert originally meant predominantly female or 
Predominantly male in personal quality. Some wag recently illustrated 
the difference by this example: If you ask a woman, “Where did you get 
that steak?” she will say, “Well, what’s wrong with it?” while a man will 
MES 


Pearl Buck, Of Men and Wom 
Willi Margaret Mead, Sex and Temp 
"iam Morrow and Company, 1935). 


en (New York: John Day Company, Inc., 1941). 
erament in Three Primitive Societies (New York: 
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say, "At the Super X Market." Some women are quite masculine in their 
ways; and we don't understand why some “take 
little man. Perhaps we tend in mating to strive 
of maleness and femaleness in a f 


up” with an unmale, 
for the congenial average 
amily. Perhaps nature secks to strike 
a balance in mating and thus avoid perpetuating 


an excessive degree of 
femininity and masculinity. It is import 


ant for the teacher to know that 
real physical differences explain the differences in behavior between the 
tomboy and the delicate little girl, between the “he-m 
Some of us believe that high-school athle 
claim to the early-maturing, 


an" and the "sissy. 
tics give disproportionate ac- 
excessively masculine boy. 


Maintenance Functions 

Individuals differ in their store 
they can release it. Some of us can 
and restore ourselves more quickly than others. Each of us has an energy 
budget. When it is gone, we have to take 


It is important to help children 
individual signs th 


of energy and the rate at which 
expend ourselves more completely 


time to build up our supply- 
and young people recognize their own 
their energy is at a low ebb. It is difficult 
om we call lazy 
clues in w; 
time required for recuperation from f. 
can win a mile race, rest 


at indicate 
to tell whether the child wh lacks energy or is merely 
bored. We can gain reliable itching him play. The amount of 
atigue differs much, Some runners 
a few minutes, and win a half-mile race. Most 
of us would have to rest a week after such exertion. The rate at which 
wounds heal differs. Normal temperatures differ, Do you know your 
normal temperature? It may vary 


one or two degree from the general 
average of 98.6. Do you know your metabolic rate, the rate at which 


nutrients are converted into energy? You doubtless have noted some very 

thin people who have unusually hearty appetites, while others of us have 

to count our calories most diligently lest we become overweight. 
Children differ much in the amount of sleep they need, You cannot 


find in ep needed by Jim or Nan. You will find 


the average of the amounts of time mothers report that their children 
spend in bed. We can judge for ourselves how m 


uch sleep we need by 
seeing how long we sleep when the alarm clock is not set and there 
is nothing to disturb us. Ordinarily th 


€ child who falls 
needs the sleep, although, particularly by 


lege student, he may be finding in sleep re 


a book the amount of sle 


asleep at school 
the time he has become a col- 
fuge from boredom. 
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One law of inheritance, the law 
of filial regression, explains one of 
the greater strains of our growing 
suburban culture. A goodly number 


Law of 


Filial Regression 


of people who leave the smaller 
towns and rural sections of the country for the city, where they hope to 
make their marks, are people of unusual or attractive talent. Many of 
them have brothers and sisters back home who are quite ordinary, but 
these people, who happened to be born with extra gifts in the arts, or in 
business, or in science, go to the city to market their special talents. Such 
person marries and sets up a family, and expects his children to be as 
capable, or a little more so, than he. The law of filial regression says that 
offspring tend toward the average. Stupid parents tend to have children 
Who are a little brighter than they; bright parents tend to have children 
à little less capable than they. We observe a considerable amount of strain 
in communities of geniuses and near-geniuses because the children do not 
measure up to the parents. For example, there are now only two or three 
major league baseball players who are sons of former major league base- 
ball players. We have little doubt that most major league ballplayers have 
tried to make ballplayers of their sons. We hasten to warn against making 


any predictions on the basis of this law. 


No physical quality is impor- 
Physical Quality tant in human behavior apart from 
the social cireumstance of the indi- 
vidual. For example, eye color has 
very slight relationship to vision. 
It is possible that dark-eyed people 
can stand sunlight a little better 


Important 


Only in 


Social Circumstances 


than light-eyed people but light-eyed people can wear sunglasses. None- 
theless, the appearance of a blue-eyed child in a dark-eyed tribe of people 
Would likely result in a tense social situation. Another example: In former 
days a midget was thought to be impossibly handicapped. The adult 
midget today does have difficulty living in a world built for larger people, 
but he has become highly valuable for certain kinds of work such as 
riveting in the tails of airplanes. He can get into places the rest of us can- 
not enter, He would be of little use on a pioneer farm. Abnormally tall 


boys are now sought by basketball coaches. They used to develop serious 
) 
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inferiority complexes. The popularity of tall and shapely Dagmar greatly 
reduced anxiety among tall girls. The extent of one's acceptance and 
friendships in a social situation depends more upon one's own accepting 
qualities and friendliness than upon one's physique. 


Differences to Be Cherished 
in Human Development 


Much of child study, as was noted in Chapter 1, has been devoted 
to looking for what is wrong with people—for physical and mental defects 
—rather than to discussing the kind of person with whom we deal. We 
have tended to subject a child who is different to exceptional treatment. 
We are rapidly coming to accept the idea th 
to be cherished. Life would be most boring i 
term normal means average. With whatever average quantitative char- 
acteristic we deal, half of the population is above and half is below it. 

For several decades schools have grouped children according to like- 


nesses. Originally schools separated boys and girls. Some schools still do. 
Grouping children according t 


of difficulty. When our group 


at differences in people are 
f all people were alike. The 


o likenesses has made uniqueness a source 
ing implies that each child should be like 
the others in his group, to be unique is a problem to a child. An overly 
tall girl at age ten is often highly self-conscious of her uniqueness. In a 
group of ten-year-olds she is out of place and a problem to herself and 
the other girls. In a group of ten- to fourteen-ycar-olds this early-maturing 
girl is not conspicuous. A late-maturing boy in a group of boys from 
twelve to sixteen would not have much of a problem. In a group of 
fifteen-year-olds he is at a great disadvantage. Problems presented by 


great variations in the rates of growth are among the ill effects of our 
narrowly graded school system, 


When she was in the sixth grade, 
as her mother didn’t find out 
the most feminine person of h 
Genevieve had achieved ful 
more. Now she is five feet 


Genevieve was the fullback as long 
about it. Now at age thirty-nine plus, she is 
er group. By the time she was in sixth grade, 


l size and physical maturity. She grew nO 
one, fairly chunky, and 
Her noisy, flamboyant behavior which caused her 


when she was eleven, continued into her high 
natural way of behaving at sixth grade; the o 
tended to prolong her extravagant behavior, 


a delightful woman. 
mother much distress 
-school years. It was her 
pposition she experienced 
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Perils of Extraneous Motivation 


Let us consider some of the effects on the body of present-day 
emphasis upon competition in games originally intended as play for 
enjoyment. We seriously question the value of organized competitive 
team sports for young children. Social pressure for extreme activity— 
particularly since we have developed the Little League, Ittsy Bittsy 
Basketball, and midget auto racing—compels youngsters to keep on play- 
ing when they have already exhausted their energy budgets. Nature 
provides a safety factor which impels us to stop when we have exercised 
enough. In training distance runners, coaches seldom have them run the 
entire distance for which they train. The excitement of the race itself will 
enable the runner to go beyond his safety factor and run the race in full, 
When he will likely collapse. We require some kind of extraneous motiva- 
tion—someone chasing us, trying to catch a train, or trying to beat our 
nearest competitor—in order to exceed our factor of safety in the ex- 
Penditure of energy. 

This principle of the use of the body you can well remember: one 
does not violate the well-being of his own body unless highly motivated 
to do so. Occasionally one sees the interesting example of such high 
Motivation in a child who is seeking to control his mother by holding 
his breath, We may have full confidence that if such a child becomes 
unconscious, breathing will be resumed. 

We once saw a fire break out in the main street of a village. As the 
wind swept the fire down the street, we saw two barbers emerge from 
their shop, each carrying a barber chair. When the fire was quenched and 
the danger to their shop had passed, they leaned over to pick up the 
chairs and couldn't budge them. Stirred by the danger of the fire and 
the value of the chairs, they were able to rise to the demands of the situa- 
tion. Almost everyone has done something under emotional stress that 
has strained the muscles or has given him “cricks” in the back. We must 
i wary of motivating children to exceed their safety factors in engaging 
in the great varieties of bodily activity. Ordinarily we can judge these 
youth by watching them in unorganized play. We 


factors in children and y arp 
he body of undue 


^re coming to recognize the deteriorating effects upon t 
as shown in the high incidence of ulcers 


Pressure to exceed and get ahead cer 
nal and management people. This is 


and heart disease among professio 


particularly noticeable among middle- 
aged men whose jobs demand exces- 
sive efforts to excel. 

We have been developing the prin- 
ciple that physical qualities do not 
affect human adjustments apart from 
the situations in which we find people. 
Schools must carefully avoid any kind 
of rejection of a person because of 
physical uniqueness. We accept the 
child as a human being, We seek to 
motivate him along paths indicated by 
his own physical development and 
promise. We have attempted to estab- 
lish the idea that it does matter what 
kind of body one is. However, We 
must stress the importance of “what 
kind of person has that body?” 

Stephanie is sixty-eight inches tall; 
her peers are six inches shorter. She 
is bitter, ill-fated, sure she will not be 
asked to a dance nor to a wedding of 
her own. We hope someone can soon 
help her discern what things are of 
most worth. 


When Henry was twelve years old, 
polio withered his legs severely. Doc- 
tors prescribed years of physical therapy, braces, and special exercises. He 
decided that he would prefer living on crutches to gambling those years 
on regaining his legs. He now functions at age forty as a superior profes- 
sional man, Franklin Delano Roosevelt provides an eloquent illustration 
of a man who conquered the limitations imposed on his body by illness 
and went on to achieve greatness in the service of his country. | 
When his vounger brother exceeded his height and weight, Ted was 
belatedly diagnosed as a midget who would not exceed fifty inches in 
height. His parents were desolate. Ted, at age eight, er ta say “So 
what?” and now is among the happiest, most popular, and achieving boys 
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in his high school. He referees in sports and is realistically contemplating 
occupations in which normal size is not crucial. f | 

Chuck was born with “rubber bones.” He will never be able to stand, 
nae to sit erectly without braces. When last we saw him, he laughed 
gaily, read avidly, umpired the fifth-grade ball games from his wheel 


chair, secur , , 
hair, securely received needed help from other children. 


Wisdom Contemplation of the wondrous 
workings of the human body leads 

OE The Body us quickly beyond our comprehen- 

sion. When we take food into our 

: mouths, our mouths “water” to pro- 
vide sufficient liquid so that the food may be swallowed. Nature seized 
the opportunity to put into this liquid (saliva) some materials necessary 
to digestion. Our bodies are built to function best at about 98.6 degrees 
5 temperature. We have a thermostatic control which keeps the body at 
Varia in the most frigid climates and in desert heat. When 
"— e * be warmer in order to fight germs, the temperature is 
body i : dee form pn our hande and feet and any other part of the 
Wha * osea ta excessive friction so that the skin shall not wear through. 
n skin is punctured, the blood coagulates at that peint and stems 
ss of blood. When we take an unusual amount of exercise and our 
museles require more nourishment and more rapid removal of waste, the 
rate ef breathing increases and the heart pumps more blood to the cells 
bem. 5 When we have used parts of our body too much and have 
takes € ie E their resources, fatigue prevents continued exercise. No one 
GF his "ie. ht to secrete saliva, control Dis temperature, tengas the gt 
will be ; m beat. The body is most wise n maintaining its integrity. You 
Body f interested in reading Cannon's classic volume, The Wisdom of the 

% which elaborates this theme. 

From one point of view the body may be seen as a machine. Certainly 
an-made machines. In the body are levers, 
ations, radiators, ther- 
ant. Practically 


it ; 

1 contains many aspects of m 
e ; 9 = - 
uses, swivels, universal joints. filters, pumps, insul 

mostats, and calculators. It is also a complex chemical pl 


Ec M 
* William B. Cannon, The Wisdom of the Body (New York: W. W. Norton and 


Company, 1939). 
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all drugs used to stimulate or depress bodily activity emphasize the effects 
of chemicals normally found in the body. The body takes in foods in many 
varied forms, and with water and oxygen converts them into chemicals 
and energy required by the body. The body manufactures and maintains 


supplies of acids and alkalies, hormones, and enzymes in its chemical 
laboratory. 


Functioning of Endocrine Glands 


To a marked degree, personality is a function of the endocrine or 
ductless glands, which pour hormones into the blood stream. The glands 
of internal secretion affect in one way or another the functioning of the 
body as a whole. The thyroid glands lie beside the trachea in the neck. 
Their hormones affect metabolic rate, growth, mental alertness, condition 
of skin and hair. Extreme underactivity of thyroid glands in a young child 
results in a condition known as cretinism in which the individual, while 
he may grow, maintains the bodily proportions and personal characteristics 
of an infant, Excessive activity of the thyroid, hyperthyroidism, increases 
the metabolic rate which results in loss of weight, aasia nervousness, 
and irritability. Abnormal functioning of the thyroid gland can be readily 
treated. Within the thyroid glands are the parathyroids. They are neces- 
sary to life, for the parathyroids regulate the calcium balance in the 
blood. 

Near the kidneys lie the adrenal glands. They are really two-in-one 
glands. The inner core is called the medula. Surrounding it is the cortex- 
The hormone released by the medula increases blood pressure, accelerates 


heart beat, incre: 1 . A z i 
a at, eases the amount of sugar in the blood, increases muscular 


strength and resistance to fatigue. It makes us ready to fight or flee. The 
hormone of the adrenal cortex appears to affect the balance of bodily 
fluids, the tone of various bodily tissues. Extracts of adrenal hormones 
are now made synthetically. One of them, cortisone, has become well 
known as an effective aid in controlling arthritis. 

The primary reproductive structures of mammals, the male testes 
and the female ovaries, have functions other than reproduction. The 
hormones of these sex glands, or gonads, foster the development of femi- 
nine qualities in females and masculine qualities in males. 

The pituitary glands lie at the base of the skull. Overactivity of the 
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pituitary glands results in excessive development of the skeleton, the 
condition known as giantism. Underactivity results in dwarfism and lack 
of development of the secondary sex characteristics. Normal development 
of the pituitary seems to be quite essential to the normal activity of the 
gonads and the thyroids. 

Physiologists are not at all agreed upon details of the functioning nor 
effects of the endocrine system. It is quite clear, however, that it plays 
an important role in behavior, supplying the organic basis for tempera- 
"BEBE. The word hormone literally means excitor. Our bodies are activated 
In part by the hormones, but it would appear that the endocrine system 
Works as an organized unit and with the central nervous system to achieve 
and adaptations of the person as a whole. 
alance as a result of stimulating 
The layman dare not 


the integrated adjustments 
Often personalities are thrown off b 
independence of particular endocrine functions. 
prescribe for himself the various extracts now available. 


Through his sense organs, the 
individual perceives his environ- 
ment and is able to learn. In school 
ite Sagas 57 . mas learning results from seeing 
d us a g. The mechanism for hearing develops during the later part 
i prenatal life. After the middle ear has drained, babies respond to 
n noises, but seem to lack fine discrimination of sound. Acuity in 
nearing seems to continue to increase until pubescence. As with all sen- 
ore the quality and intensity of sounds differ from person to person. 
B. of sheer sensory stimulation, we are eternally hearing. To most 
8 LE ‘we pay no attention. Children are somewhat responsive to training 

ne distinction and other qualities of sound, This training results from 
Specialized attention and interpretation rather than from actual gain in 
Sensitivity. 

. The teacher needs to know something about ways of identifying 
Children who do not hear normally. Mannerisms such as turning the head, 
Cupping the ear in making an effort to hear can be noted. Many children 
try to cover up the fact that they do not hear well, although one who 
has never heard well may not know he has that deficiency. The teacher 
can use a little game of standing twenty feet from the child who is facing 
Squarely away from him, and in forced whispers call out to the child 


Hearing and S 
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Orthopedic and Muscular Defects 


Teachers need to be alert to orthopedic and muscular defects, Because 
of malfunctioning of damaged structure, some children are slightly crip- 
pled and can be helped by a little special training. A slight limp, toes 
pointing markedly inward or outward or at different angles, uneven 
wearing of the heels or toes of shoes are indications of conditions that 
can be corrected with special shoes and exercises. Children crippled by 
deformities or accident usually require some special help. Most adults 
tend to give them too much attention. Cripples arouse our pity, which 
may be an inverted thankfulness that we are not in their condition, and 
tempt us to overshelter and overcare for them in various ways. We must 
see them as individuals who need some special help but who are part 
of the community. These children will grow into citizens and—depending 


—— — 
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upon how they are treated as children—will or will not become self- 
sufficient and relatively independent. 

We believe the lame and deformed should be in regular classrooms. 
They need to grow in the general culture, not a crippled one. Too, the 
normal" need them. Too many of us avert our eyes, feel uncomfortable, 
in the presence of “odd” bodies because we have known no such indi- 


viduals as persons.’ 


i Adequate food and sleep are 

ssa necessary for growth and the main- 

and Sleep tenance of bodily efficiency. Many 

of the children in school today have 

been reared by parents who are 

overly aware of the importance of nutrition. Some careful students of 

Personal fitness attribute great importance to nutrition. Adelle Davis 
states: 

Nutrition is a personal matter, as personal as your diary or income-tax 
report. Your nutrition can determine how you look, act, and feel; whether 
you are grouchy or cheerful, homely or beautiful, physiologically and even 
psychologically young or old; whether you think clearly or are confused, 
enjoy your work or make it a drudgery, increase your earning power or 
stay in an economic rut. The foods you eat can make the difference between 
your day ending with freshness which lets you enjoy a delightful evening 
or with exhaustion which forces you to bed with the chickens.* 


It seems to us that an undue number of children today have feeding 
problems, Eating is as natural as is breathing. It takes a lot of learning to 
reject good foods. In insisting that a child must clean his plate before 
having dessert, we have given American children the “sweet tooth," and 
have implied that the term wholesome is synonymous with distasteful. 


Nutrition 


We cite a few commonly accepted facts and principles about nutri- 
tion: 


More than sixty nutrients are needed by the body; no one kind of food will 


supply any great number of them. 
© This is discussed with insight in Lillian Smith’s The Journey (New York: World 


Publishing Company, 1954), pp. 12-19. 
? Adelle Davis, Let's Eat "Right to Keep Fit (New York: Harcourt, Brace and 


Company, 1954), p. 3. 
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Highly refined foods have less nutritional value than unrefined foods. 

Energy is produced in the body by the burning of sugar or sugar and fat. 
The amount of sugar in the blood is known as blood sugar. Breakfast is 
an important meal for it determines the amount of blood sugar the body 
will have for the day. To maintain a high level of blood sugar throughout 
the day, breakfast should combine sugar for cnergy, protein, and fat 
which slows down the digestion. 

Each meal should combine the three basic nutrients: sugar, fat, and protein 
—a small amount of sugar and fats, and a larger amount of protein, espe- 
cially for children. 

Low blood sugar results in irritability, lassitude, headaches, nervousness, 
and fatigue. These symptoms in a child give the teacher a clue to an 
individual's eating habits, especially his breakfast. 

The kinds of soil upon which foods are grown determine their nutritional 
value. Foods grown on "organic" farms have unusually high nutritional 
value compared to those grown on poor soil or in chemical tanks with 
the aid of fertilizers. 

The vitamin content of foods is closely related to their freshness. Vegetables 
and fruits begin to lose their vitamin content as soon as they are gathered, 
unless they are frozen immediately. 

Complete proteins are those containing the eight essential amino acids 
needed for health. Some sources of complete proteins are wheat germ; 
milk, cottage cheese, soybeans, meat, and brewers’ yeast. 

Fat is essential to health. Natural vegetable oils are the richest source of 
fatty acids. Too little fat may cause overweight. 

The most valuable sugar is lactose, which is found only in milk. 


All refined, starchy foods serve as sugar when digested and carried into the 
blood. 


Sleep 
Indications of inadequate sleep are inattentiveness, lack of concentra- 
tion, inability to recall names and facts ordinarily known, a heightened 
degree of irritability, dawdling, and of course sleepiness. The average 
primary-grade child needs about eleven hours of sleep. If he must get 
up at seven in order to catch the bus to school, he needs to be asleep by 
eight o'clock the evening before. In many families, daddy doesn't get 
home until six or six-thirty. And there are some mighty interesting TV 
programs on after seven-thirty. We think it likely that soon schools may 
need to start a bit later in the day in order that the child may spend 


more of the evening with his family and get more sleep in the morning. 
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It seems that the normal adult ration of sleep—about eight hours—is in- 
sufficient for most adolescents. Of. course, individuals differ remarkably 


in the amount of sleep they need. 


. Knowledge of the body and its 

New Areas S seus » B 
functioning is accumulating at a 
of Knowledge rate so rapid that no one can keep 
up-to-date in all fields related to it. 
The scope of this book and the in- 
tent of the authors do not permit a thorough review of new insights. 
However, we do want to mention a few of the new developments to lure 


you to continue to watch and read about them. 


New Drugs: Source of Help or Harm 


ay paper without noting some new 


We can scarcely pick up the Sund 
drugs, chemi- 


research on the chemistry of the body and offerings of new 
cals, and hormones to make us more tranquil, to pep us up, to put us to 
Sleep, to make us fatter or leaner. It is most important that these drugs 
be used only on the advice of competent physicians. The normal body 
maintains its own balance. To stimulate or depress the activity of a part 
of it may throw the system as a whole out of balance. For example, 
vitamin A is important to health but excessive dosage of vitamin A results 
in severe headaches. Often these headaches are improperly diagnosed. 


Stress Theory 


One of the more recent theories, developed by Hans Selye, is known 
In his volume, The Stress of Life, Selye gathers into 


as the stress theory. 
alists, including his own, and 


à unified theory the work of many speci 
describes it in terms that laymen can understand. He defines stress as 
"essentially the wear and tear in the body." He indicates that changes in 
and chemical composition which were found 
n stress have made it possible to study 
at many diseases are caused by stress. 
adjustment to stress. This knowl- 
anding of psycho- 


the body in both structure 
twenty-five years ago to result fron 
the effects of stress. He has found th 
He has also studied the body's successful 
edge has contributed immeasurably to our underst 
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somatic diseases, those diseases which seem to have strong origins in the 
emotional realm of life. Selye states: 


Some of the changes (in structure and chemical composition of the 
body) are merely signs of damage; others are manifestations of the = 
adaptative reactions, its mechanism of defense against stress. The totality o 
these changes—the stress-syndrome—is called the general adaptation syn- 
drome. [He uses the letters G.A.S. to indicate this.] It develops in three 


stages: (1) the alarm reaction, (2) the stage of resistance, (3) 


the stage of 
exhaustion. 


The nervous system and the endocrine (or hormonal) system play 
particularly important parts in maintaining resistance during stress. They 
help to keep the structure and functions of the body steady, despite ex- 
posure to stress-producing or stressor agents, such as nervous tension, 
wounds, infections, poisons. This steady state is known as homeostasis.* 


None of us could function without some stress. But when the sources 
are unrecognized and the stresses are unheeded, when we are keyed up 
and don’t know how to tune down, we can draw our emotional strings 
so tight that they break. To experience anxiety about the outcome of a 


purposed endeavor or one’s fortunes places undue stress upon the body 
as an organism. 


The school maintains a good many stress 
seem otherwise unproductive. The importance of tests, making the honor 


roll, getting on the athletic team or the yearbook committee assume à 
disproportionate importance in the lives of m 


-producing features, which 


any children. 


Pre-natal Influences 

We have gone through a few decades of belief that wh 

the child while still within the womb was quite unimportant to his human 
development. Montagu has become an eloquent spokesman for the 
notion that the nine months before the baby's birth are far more impor- 
tant in subsequent development than has been commonly understood.“ 
While there is no direct connection between the nervous and blood 
systems of the mother and the fetus, maternal hormones do reach the 
fetus, and the common endocrine pool of mother and fetus forms a neuro- 


at happened to 


Hans Selye, The Stress of Life (New York: McGraw-Hill Book Company, Inc., 
1956), p. 3. 
M. F. Ashley Montagu, 


The Direction of Human Development (New York: 
Harper and Brothers, 1955). 
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humoral bond between them. The evidence suggests that unusual emo- 
tional stress in the mother prior to birth leaves an imprint upon the 
neonate—the newborn child—in one way or another. 


Research on Brain Functioning 


Some of the most fascinating research of our day is that being done 
by a small group of neurologists, neurophysiologists, and electricians upon 
the functioning of the brain. The three-pound mass we call the brain 
distinguishes humans from the other creatures of the animal kingdom. 
During the past thirty years we have learned enough about the brain to 
evolve new theories of consciousness and to know what portions of the 
brain are expendable. Electronic engineers are approaching the skills 
necessary to make a machine that functions like the human brain. The 
experts in electronics tell us that if we can tell them what the brain does, 
they can hitch up a gadget which will do it. It is now rather clear that the 
highest level of integration, the adjustment of the individual as a whole, 
takes place deep within the brain, within the reticular system—not in the 
cortex as was formerly believed. In the cortex, meanings are assigned to 
stimuli, stored for future reference, coded, and sent to the reticular system, 
where impulses are issued to the appropriate sensorimotor regions of the 


Cortex to initiate appropriate muscular response. 


Children should have abundant 


Some Notes opportunities to know themselves 
to Teachers in as much detail as they can com- 


prehend. Ordinarily, physical ex- 
aminations are given in a hurry. 
The results are written down by a nurse or clerk as confidential informa- 
tion for the doctor. Children should share in keeping their own records 
of physical growth and condition of health. They should know about 
their shots, their illnesses, and their injuries. Periodic measurements 


should be recorded with the children. 
Ordinarily the child knows his height and weight. He might well 


know something about his relative strength, how long he can hold his 


breath, how many dots he can make on a piece of paper in ten seconds, 


and how his rate compares with other children, how long he can stand 


blindfolded on one foot, how readily his skin burns in the sun, his normal 
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temperature and how high his temperature goes when he harbors infec- 
tion, how long it takes him to stop breathing hard after strenuous exercise, 
the acuity of his hearing and which is his better ear, is he right- or left- 
handed and to what degree, which of his eyes is dominant, whether he 
has flat feet or high arches, and so on. None of these characteristics alfects 
his quality as a human being. The school must carefully avoid attaching 
respectability or privilege or anxiety to superiority or inferiority in any of 
them. However, it is a bit silly for a child with slow reaction time to yearn 
to be an outstanding basketball player or a pianist. The highly energetic 
person will experience marked frustration in being a barber. Among the 
best bits of advice man has had is “know thyself,” and we might add “and 


like it.” The growing child needs to know what is normal and what is 
possible for him. 


Suggestions for Further Exploration 


> With five or six friends, make a number of tests of physical capacity, such 
as: 
How long can you hold your breath afte 
How many times can you tap a piece 
How many details of a picture c. 
seconds? 


r taking several deep breaths? " 
of paper with a pencil in ten seconds? 
an vou recall after viewing it for ten 


How long can you hold a pencil in the mouth of a coke bottle at arm's 
length without its touching the bottle? 

How long can you stand on one 

What's the lowest and highest musical note you can hum? 


Test the distance at which you can read print—for example, on a medium- 
sized calendar. 


foot with vour eyes shut? 


If you have enough room, trv out the w 


hisper test. At how many feet can 
you hear and repeat forced w 


hispers of two-syllable words? 
After having taken these tests, consider which 
choose to team with—if vou knew nothing else about them—to go on a moun- 


tain hike, to run a sack race, to go duck hunting, to help build a boat, to attend 
the symphony, to go on a cook-out. 


one of your friends vou would 


> Name the blood relative that you resemble most in 
extent are vou like him temperamentally? C 
example, size as a babv, age of walking, 
stamina, your reaction time, your body build 


appearance. To what 
compare your growth patterns; for 
age of maturing. Compare your 
. general health. 

æ Discover. if vou can, these physical char 


acteristics about the young person 
vou are studying: 
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Does he seem to be an early or late maturer? 

Which of his senses seem to be particularly acute? 

Is he satisfied or dissatisfied with his body? Is he unduly anxious about any 
condition of his body? Do you know why? Í 

Do you judge him to be quick or sluggish? 

What childhood diseases has he had? Have they left any marked effects 


upon him? 
How does he compare in size and build with others his ag 
condition that sets him apart? If so, how does 


attitude as a whole? 


e? 


Does he have any physici 
this condition affect his 


> Try out some of the tests vou have taken with the child you are studying 
and some of his friends. Note the variations in responses. Reflect upon the im- 
portance of these responses in various situations that the youngster finds himself. 
es the kind of health information you think it 
about its pupils. Examine some school health 
available. Talk to some teach- 


> Discuss among your classmat 
is important for a school to keep 
records to see what kind of information is usually 
ers to see how this information is used by them. 
> A number of films show different aspects of physical growth and develop- 
ment. If possible, view some of the films in the named series: 

Ages and Stages Series—National Film Board of Canada 

Child Development Series—McGraw-Hill Book Company, Inc. 

Health Education Series- McGraw-Hill Book Company, Inc. 

Psychology for Living Series- McGraw-Hill Book Company, Inc. 


The following three films are ones that stimulate thoughtful discussion: 
Heredity and Family Environment (Psychology for Living Series), 9 min., 
sound, McGraw-Hill Book Company, Inc. 

Illustrates the interplay between heredity and 

by heredity, capacity to grow and develop 

environment. 


environment, limitations set 
one’s capacities affected by 


Principles of Development (Child Development Series), 17 min., sound, 

McGraw-Hill Book Company, Inc. 
Outlines principles of growth and change from early infancy, establishes 
the point that all development is the result of maturation and learning, and 
introduces variables that make each individual different. 

The School That Learned to Eat, 22 min., sound, color, Southern Education 

Film Production Service. 
Pictures the approach 
eating by the childre 
Excellent depicting o 
implementing a project of vita 


a school makes in developing nutritional habits of 
n in the school and the adults in the community. 
f teacher-pupil-adult participation in planning and 
i] concern to the total community. 
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Additional Sources You May Find Helpful 


William B. Cannon, The Wisdom of the Body. New York: W. W. Norton 
and Company, Inc., 1939. 

Describes the way the body maintains its equilibrium (homeostasis) 
and meets emergencies. This is the presentation for the layman of the im- 
portant results of Cannon’s researches reported in Bodily Changes in Pain, 
Hunger, Fear and Rage, published by D. Appleton Company, 1929. 


Flanders Dunbar, Mind and Body. New York: Random House, 1947. 

Flanders Dunbar has done a vast amount of research on the relation- 
ship between emotional problems and health. This book presents “psycho- 
somatics” in terms the layman can comprehend. 


M. F. Ashley Montagu, The Direction of Human Development. New York: 
Harper and Brothers, 1955. 
Research from biology, anthropology, and psychology are brought to- 


gether in this book to show how cooperation and love are necessary for 
individuals to become social human beings. 


Helen B. Pryor, As the Child Grows. New York: Silver Burdett and Com- 
pany, 1948. 

This book describes physical development through the period of 
growth. In it parents and teachers can find guides to understanding in- 
heritance, growth, and maturation as related factors in the developing 
personality. Particularly valuable is a detailed table of height-weight norms 
which take into account body types. 


Frances B. Strain, The Normal Sex Interests of Children. New York: Ap- 
pleton-Century-Crofts, 1948. 


Parents and teachers find this to be 
guiding the development of children's knowledge and concerns about 


"Where do babies come from?" Mrs. Strain has published several books on 
this important and perplexing problem. 


one of the most helpful books in 


The rowtl 


and Functioning 
ol Intelligence Mas of the principles 


discussed in the preceding chapter 
apply quite as much to chickens, 
puppies, and monkeys as to man. 
This chapter deals with man’s one 
superiority over other creatures, his 
mind. The term mind is an abstract 
term. As we use it, mind refers to 
various capacities of men to adjust 
themselves to circumstances by 
thoughtfully modifying their ways 
and their circumstances. 
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For many centuries man has been handicapped in his quest to under- 
stand himself by regarding the activities of his body to be separate from 
those of his mind. We know now that the mind is not an outside something 
acting upon the body to direct its behavior. The mind is the body in action 
as surely as is metabolism. Herrick, one of the world’s able neurologists 
says: 


The mind of man, with its capacity for intelligent control of his own 
cultural development and of the natural resources which are available for 
his use, is nature’s noblest product so far as we know.! 


Elsewhere Herrick states: 


Mind and body do not exist separately. There may be a body without a 
mind, but we know nothing about any mind apart from a body... .. Human 
nature cannot be understood unless the integritv of this vital process is 
recognized... The idea that mind is an entity detachable from the bodily 


organization that generates it and experiences it must be rigorously ex- 
cluded from all scientific inquiry. 


Among all creatures, behavior is inte 


and the field in which it lives. Human behavior, being almost entirely 
unfixed by nature, is largely determined by conscious intent. We use the 
term mind to include the processes of sizing up circumstances awarely 
and making aware adjustments to them. We use the term conscious Syn- 
onymously with the term aware, The degree of the effectiveness of one’s 
aware or consciously deliberate adjustments measures the degree of his 
effective intelligence. We use the term intelligence to include all of the 
Processes of directing behavior with awareness of purpose and of means 
for attaining it. When you tell your friends you are going to build a house: 
they know little of what you actually are going to do. When you see 4 
hornet about to build his house, you know precisely what to expect. 

This is not to say that the intelligent person is at any time aware of 
all his adjustments. The capacity to h r 
human life possible. The toddler is extremely aware of his procedure in 


handling a zipper. The infant exercis s much care as he grasps his bottle 
to put its nipple in his mouth, 'The i 


smoke exercises simil 


raction between the organism 


abituate learned responses makes 


young man learning to shave or to 
ar care in performing these functions. We are able 
1C Judson Herrick, The 


Texas Press. 1956). p. 465. 


Ibid.. pp. 285 


Evolution of Human. Nature (Austin: University of 
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to habituate attitudes and make up our minds that we do not like a 
person, a kind of food, or a city because we have had a bad experience 
with a similar condition. The “executive” mind is able to grasp the mean- 
ing of a variety of facts and problems and plan action without deliberately 
weighing each of them. 

This chapter is concerned with the development of a human being's 
ability and disposition to behave intelligently. He is created with a capac- 
ity for learning to be intelligent. In a practical sense, intellectual behavior 
cannot be separated from feeling and personal interest. We have come to 
use the noun intelligence as a collective noun that includes many diverse 
abilities and dispositions. Abilities are cultivated capacities; all intelligent 
behavior has to be learned. Learning is a very private, intimate affair. It 
takes place in a personality. It receives meaning (depth, range, com- 
plexity) from the deep feelings that become embedded in our beings 


in early childhood. 


No sharp line distinguishes the 

amma mentality of humans from that of 
of Montal Behavior other creatures. A few humans be- 

have less intelligently than the av- 

erage chimpanzee. Animals sense 

when it is light and when it is dark; they seek shelter from cold winds; 
they perceive conditions which promise storms. Creatures experience all 
the sensations that humans experience, but they seldom appear to be 


aware of their meanings. 


Giving Meaning to Sensations 


As we give meanings to sensations, we are engaging in mental activity. 
One does not have to be bright to withdraw his finger from a hot stove; 
some intelligence is required to become wary of objects which are likely 
to be hot. A little child reaches for the moon as he would for any other 
ball. In early childhood perceptions are not in accord with truths. Truths 
are perceptions, beliefs verified by experience. In fact as we grow, in 
order to attain truth, we must learn many things which later prove to be 
untrue. Until the child knows well that the sun comes up and goes down, 
that the moon and the stars move across the sky, he cannot come to know 
that the earth rotates. Likely, he must believe that his father knows 
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everything and can do everything in order later to learn that there is a 
very great deal to learn that neither he nor his father nor his teacher 
ever completely masters. We must guard against instilling the belief 
that we have come to final truths. Too many reject evidence, refuse to 
consider the validity of experience which refutes a “truth” established 
in their minds. 

No one by his own senses could learn that the earth is round or that 
it spins. Certainly it looks flat and bumpy and unmoving to all of us. Our 
senses do not tell us that the earth moves about the sun, that it spins at 
the rate of several hundred miles an hour, that all of us hurtle through 
space with the earth at about eighteen miles per second. Much of our 
mental activity utilizes for data the accumulated knowledge and wisdom 


of the past. By means of language man retains, recalls, transmits, and 
shares the meanings of his experiences. 


Developing Cause and Effect Concepts 


The developing of conceptions of cause and effect is a clear indica- 
tion of mental growth. These concepts develop slowly in the individual 
and even more slowly among the peoples of the earth. We have known 
children to be quite mystified to find the wind blowing where there 
are no trees. According to their experience the wind blows when the trees 
fan, just as grandmother uses her fan to make a breeze. We once heard a 
little boy beg his father to make them stop blowing the fire-whistle lest 
his house should sometime burn. The ancients, with as much raw brain 
power as we have today, believed that an eclipse of the moon or sun 
resulted from a celestial dragon trying to devour it. Plato, who must have 
been among the most intelligent men of all history, believed the sky to 
be a canopy, the stars peepholes through which beamed the light of the 
heavens beyond. Aristotle stated that the brain is a huge sweat gland. 
Too, he held that human slaves were necessary to support free men. 

Today most adults believe that a child’s learning to read results from 
systematic teaching by a teacher. Most children learn to read at about the 
time their teachers engage in systematic teaching; we are not at all sure 
that one results from the other. By the year 2500, some of our most ardent 
beliefs will quite likely seem as naive as some ancient explanations seem 
to us today. Mankind continues to be plagued by a failure to perceive 
basic causes of poverty and overproduction, by increased amounts of 
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violence among people who have been taught the ways of non-violence, 
and by wars which nobody wants. Those interested in an eloquent ac- 
count of man’s struggle to become intelligent will want to read Robinson’s 
The Mind in the Making.* 

Distinguished men from varied fields such as General Omar Bradley, 
Wernher von Braun, and Albert Schweitzer have eloquently expressed our 
dismay at the disproportionate use of man’s brain power to create instru- 
ments and methods of destruction in comparison with the use of human 
intelligence to find ways to live together on this planet peacefully and 
productively. The point which is essential to note is that every new scien- 
tific achievement produces new problems of cause and effect upon which 
man must use his intelligence if he is to continue to retain his toe-hold 
upon this planet and extend his progress in civilization. One of today’s 
major problems, to which man’s brain power must be applied, is the 
cause for periodic wars and the probable effects of another world-wide 


conflict. 


Using Symbols 


The use of symbols to designate 
items of experience is basic to mental 
activity. The extent of comprehen- 
sion of symbols is a useful indicator 
of mental competency. When a mark, 
or a sound, a distinctive touch, or a 
gesture that has no meaning in it- 
self, is meaningful, we are exercis- 
ing intelligence. Symbolization is not 
the exclusive property of man. A 
rat can be taught to go through a 
black door and to avoid a light 
one; we have heard of no rat that 
will hesitate at the sight of the 
printed word "stop" and proceed upon 
seeing “go.” Doubtless his eyes see 


James Harvey Robinson, The Mind in 
the Making (New York: Harper and Brothers, 
1921). 
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the symbols as clearly as do ours, but the symbols are too complex for 
him to interpret. 

Mental activity relies upon awareness; it is exercised through grasping 
meanings, relationships, and understandings. At its highest level, the use 
of symbols enables man to handle abstractions, to generalize from a spe- 
cific so that he can apply his knowledge to a wide variety of possibilities, 
to search out meanings and relationships that are not present but seem 
to be required to make sense. To use a simple illustration, probably 
most of you can envision without having the specific experience each time 
the styles change, the colors and lines and combinations of textures that 
are becoming to you. You go to shop saying, “I want a mauve cashmere 
sweater and a charcoal-gray tweed skirt (or pair of trousers).” When 
symbols are used in abstract thinking by an Einstein, we get a series of 
symbols, each of which stands for something in his mind (just as the words 
“mauve sweater” do in yours). These symbols, brought together into 
hypothetical relationships, result in a theory that changes the direction 
of the world. 

Einstein in developing his theory had to be able to work with many 
symbols for unknowns that were required to complete the hypothetical 
possibility he was developing. When tested, his theory proved correct 
and then he knew that the unknowns for which he had constructed sym- 
bols were actualities. Comprehension can result from the slow accumu- 
lation of experiences and reflection upon their meanings, or it can take 
place through a flash of insight that some have calle 
Most of us have read about Archimede 
dashing down the street nude screaming, "Eureka!" meaning, “I have 
found it,” or as little children would say, “I catch.” He had suddenly 
grasped the principle that a floating body displaces its own weight in the 
supporting liquid. The youngster's impudent, *So what?" is a high level 
intellectual demand for meaning. 


d the “aha” reaction. 
s leaping from his bath and 


Imagining—Foresight 
activity enables us to foresce the results of 
ning what wil] happen if we do this or that. 
internal experimentation." By means of foresight 
he can modify his actions, alter his preferences in the light of likely con- 
sequences. He is able to choose ways of behaving by weighing and recon- 


The capacity for mental 
circumstances through imagi 
Only man is capable of * 
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ciling his preferences. He can hold in his mind many alternatives and 
project the consequences of each, sce relationships among them, and 
imagine his feelings and total responses to the circumstances resulting 


from any one of them. 
Maintaining Perspective 


An important aspect of higher mental processes is the maintenance 
of perspective, the ability to assign to items of experience and circum- 
stances their appropriate degrees of importance. This ability is the core 
of humor. The intelligent person does not allow part of his life to become 
more important than all of it. He remains wholesome. He seeks “odds” 
favorable to his gratification and integrity. He does not put all his emo- 
tional eggs in one basket with notions such as, "I can't live without you," 
or "If I don't pass this course, my life is ruined." 

Teachers must help children develop an appropriate degree of con- 
cern for varied aspects of experience. Herein lies one of the dangers of 
departmentalized teaching. The teacher of special subjects, if expert, 
charming, or coercive, is apt to induce an inappropriate degree of im- 
portance to his speciality. The maintenance of "statistical perspective" 
is a significant aspect of adjustment by intelligence. As we step out on the 
Street, we may be maimed by a runaway car. We take the chance. On 
the other hand, we are "dopes" to walk onto a crowded highway, oblivious 


to traffic. 
Creating 


The central function of mental activity we call creation. The creatures 
have to accept conditions as they find them; man, by taking thought (en- 
gaging in reason) can alter himself and his circumstances and make adap- 
tations that are favorable to his integrity and his continued existence. The 
intelligent individual, or group, determines purposes and pursues them 
through thinking. Thinking is the planning of action. Thought begins and 
this: What do I want to accomplish? What will 
t? What then shall 1 do? With what resources 
How can I judge the worth of my goals 


Proceeds something like 
happen if I do this or tha 
can I work? How shall I proceed? 
and my endeavors? 

: i i i ome fr (thin. one 
Creative urges and creative satisfactions come from "pm i: re 
i SS rescribe r him the 

can give another directions for creativeness, nor prescribe for hi 
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ingredients and dosage for a creative experience. A young child may 
"catch on" that he can make marks in the cereal that he has spilled on 
the table. This is the beginning of finger-painting. A poet may ponder the 
meaning of life and express lofty thoughts in sublime form. Both child and 
poet are engaged in creation. A child is not creating when he traces or 
even copies a model of Santa Claus for the December window, nor are 
adults creating when they engage a decorator to beautify the living room 
while they go on vacation. 

One of the writers recalls a school principal who had not been able to 
accept his “philosophy,” but who had to enroll in his summer workshop 
for teachers because she needed the credit. She was sure that she, a5 
principal, should tell teachers how to conduct their classes because she 
knew more than they; she knew that the teachers should tell pupils what 
to do and how to do for the same reason. To her, planning by participants 
was "monkey business." In the art laboratory of the workshop she decided 
to make a flamingo to stand in the garden of her new home. She traced 
the outline upon plywood and zestfully began to jig-saw along the lines. 
She came to a curve too sharp for her slight skill. A young man skilled in 
jig-sawing offered, “Elsie, I'll do that for you.” Elsie retorted, “The heck 
you will! I'Il do this if it costs me my arm!” Elsie paused struck by a flash 
of insight and called to me, “That’s what you've been trying to tell me!” 
After a half-dozen graduate courses she got the point while carrying out 
an activity quite within the range of sixth-graders. It does make a differ- 
ence whose mind does the planning, whose hands carry out that action. 


Some of the Ways The intelligent individual is dis- 

i posed to look before he leaps 
Through reflection and contempla- 
tion he can foresee the outcomes of 
behavior. He is able to sense the 
appropriateness of his behavior to the situations in which he finds himself. 
He does not crack jokes at a funeral, nor express gloomy forebodings 


at a housewarming. As he grows, he is better able to distinguish between 
knowledge, belief, faith, and wishes. Men h 


of Intelligence 


ave commonly observed that 
the more they learn, the more they know they have to learn. The dullard 


is quite satisfied with what he believes and knows; he makes little dis- 
tinction between believing and knowing. The intelligent individual differ- 
entiates what he has experienced, what he has imagined, what he has 
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heard, and what he has read. He is able to sense absurdity, incongruity, 
irrelevancy, and error. 

The growing child needs to have ample chance to make mistakes, 
to sce that some of his plans do not work out, and that he may lack skills 
and resources that are needed to carry them out. Billy worked all day to 
make a kite. He rejected daddy’s offer to help. When at last the kite rose 
into the wind, it dove to the ground and was smashed. The next day 
Billy was more thoughtful, sought some technical counsel, and made a 
kite that flew to the end of his string. 

Adults must guard against offering to a creating child more direction 
than he desires and requests. They should help when bits of aid promise 
a gratifying accomplishment on the whole. 

We hear of late much rationalization of the traditional practice of 
“failing” children in school grades and subjects because the child needs 
the experience of failure. The principle is valid, but common school 
practice is not in accord with the principle. Failure must be a genuine 
outcome of lack of foresight, resources, and careful execution of plans. 
If one forgets to put the baking powder in the biscuits, she fails to make 
good biscuits. No kind, understanding grownup can make them good, 
neither will one learn to make good biscuits merely by watching an expert 
make them. When we address a letter incompletely, it fails to reach its 
destination. Children do need to fail, but without undue indignity or loss 
of face. Surely it is as important for Tommy to learn that he lacks the 
precision of movement necessary to be a draftsman as for Johnny to 
discover that he has a high degree of precision and does not want to be a 
draftsman. 

One of the clear marks of intellectual acuity is precision in the use of 
language. The more intelligent person speaks of an object or a circum- 
stance as being wonderful only if it inspires him with wonder, He will 
not call a fat and ugly woman nice. The intelligent individual uses lan- 
guage nicely. He can express his understandings and insights in terms 
comprehensible to those with whom he communicates. He does not be- 
have as if to be intelligent were to be complex or obscure. 

The intelligent individual can defer gratifications in anticipation of 
e dependable amount of gratification that may follow. 
goodly amount of arduous toil and some indignity 
ing and abilities which will enhance the quality 
e. We recall seeing years ago the cartoon strip 


the greater and mor 
Students go through a 
in order to achieve train 
of their living in the futur 
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of Smitty who was quite embarrassed for his little brother Herbie who 
fell for the Boss’ trick of offering him a choice of a nickel or a dime. It 
seemed to Smitty that Herbie always took the nickel because it was 
bigger. Herbie found it necessary to explain to Smitty that if he should 
take the dime, the boss wouldn't do it again. 

In themselves, memory and knowledge of facts do not constitute in- 
telligent behavior. They are essential to the exercise of higher degrees of 
intelligence. Students of education should give serious thought to the fact 
that many classrooms emphasize little learning other than the memoriza- 
tion of facts, which are meant to be used by the learner only for the 
purpose of passing tests of “memory for facts.” A goodly number of uni- 
versity students with high academic records are little more than speaking 
bibliographies. 

Of course no human activity is possible without memory. Items of 
experience are recorded somehow (we know not how) in the nervous 
system. Some persons have much more ability to recall than have others: 
(They have "sticky brains," and as this is written some of them are making 
much money on TV quiz shows.) Memory alone is not intelligence. To be 
remembered, effectively recalled to awareness, an item of experience must 
have meaning. Most of us cannot repeat a series of more than six or seven 
unrelated words or numbers. We can repeat exactly a meaningful sentence 
of many more words. Read this: aco eru dib mun faf bol cac. Now raise 
your eyes and repeat it! The order of our A B C's makes no sense. yet we 
learn it when rather young as a necessary convenience in arranging dic- 
tionaries, telephone books, and addresses of our friends. For such es- 
sential, and otherwise senseless, rote 


learning we find it useful to usc 
devices such as tuneful jingles. Yet we 


would feel quite silly in a phone 
booth singing the A B C song until we reached T. Memory is not trained 
by memorizing. We best memorize in the : 
is to be used. 


terms in which the material 


Long ago someone observed that reflection and wonder are the fore- 
bears of science and philosophy. Certainly, the disposition to wonder and 
reflect upon everyday events is an art of effective intelligence. Pavlov $ 
important discovery and description of the conditioned reflex resulted 
from repeated failures of his attempt to measure the salivary flow of dogs- 
As he wondered why the dogs’ mouths watered before he could adjust 
his measuring devices. he attained new insights which grew into signifi- 
cant knowledge and understandings through improved control of alie 


— 
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servations and experiments. A less reflective man than Sir Isaac Newton 
would have moved to the shade of another tree when falling apples 
disturbed his repose. We can see someone berating James Watt as a lazy 
daydreamer as he contemplated the meaning of the rattling lid on the 
teakettle. 

Among the most important factors which distinguish the more intelli- 
gent from the less intelligent person is a realistic sense of adequacy to 
mect the problems he faces and to convert his wishes into actualities. 
Intelligence enables the force of the whole personality to concentrate 
upon a purpose. A generation ago physiologists and physicists had deter- 
mined that no man could run a mile in less than four minutes, ten seconds. 
For many years the world record had stood unthreatened at 4:12. A few 
years ago the four minute barrier was broken. As this is written sixteen 
different individuals have been officially credited with running the mile 
in less than four minutes; by the time you read this, many more will have 
done so. These men became aware that it could be done; they believed 
their bodies were adequate to do it. 

Due displays intelligence in recognizing his inadequacics. The authors 
of this book cannot run a mile in four minutes; they make no attempt to 
do so. Fortunately, for their mental health, they do not wish to do so. 
A realistic sense of one's own limitations is an essential feature of intelli- 
gent behavior. Abilities wax and wane as one goes through life. Few men 
beyond age twenty-five have reflexes rapid enough to fly jet planes in 
combat. As humans grow older, they have less agility. less strength, less 
dexterity than when they were younger. We recently heard a housemaid 
comment, “The mind makes dates that the body can't keep." 

The social order suffers a considerable amount of inefficiency and 


Obstruction of progress by the ambitions of men who seek to enjoy status 
and income and position for which they are not qualified in business, in 
politics, and in the professions. We would recall to you an important 
principle of biology: the organism will not violate its own integrity unless 
highly motivated to do so. In terms of the activity itsclf, one would not 
care to be an all-Amercan quarterback, president of the United States, the 
life-of-the-party, unless he regarded himself as actually possessing the 
abilities to carry out the functions involved. Parents and teachers would 
vastly diminish the threats to mental health and to social progress by 
refraining from urging young people to strive to appear to be what they 
are not, to seek what they have not the capacity to achieve. 
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The most important feature of 
an atmosphere favorable to mental 
growth is the need to be intelligent. 
It is an atmosphere that requires 
persons to think about what they 


Atmospheres 


for Mental Growth 


do. It is a thoughtful atmosphere. 


Searching, Questing 


The intelligent atmosphere abounds in questions, such as: What shall 
we do? Do we want this? Must we do it? How shall we proceed? In the 
intellectual atmosphere real problems require choice, planning, and 
action. We seek to know, to gain information and comprehension in order 
to regulate subsequent happenings. Knowledge which functions in in- 
telligence is always held as a guide to action. All distinctively human 
behavior is social. An intelligent atmosphere involves much interchange 
of purposes and suggestions and free communication of them. Little 
effective intelligence can develop where communication is stifled, con- 
trolled, one-sided, or flowing in one direction only. 

Far too little classroom activity is directed to the consideration of the 
pupil's own contemporary conditions and current happenings. Knowledge 
of the past is important only as it illuminates the future. If we are to have 
an intelligent citizenry, no school child should spend any day without 2 
considerable period of discussion and analysis of what goes on in his 
group, his school, his neighborhood, his whole community as far and wide 
as he can comprehend it. Some of the answers his teacher will stimulate 
him to discover are: How do you know? Are you sure? What more do We 
need to know? What does it mean? Should we do something about it? 
Seeking to know is an essential ingredient for mental growth. Schools 
must develop a liking for the unknown. We like the way Einstein put the 
idea: "The most beautiful thing we can experience is the mysterious. Its 
the source of all art and science." 


Exploring Interests 


Elsewhere we have stated that the young human lives on the growing 
edges of his own mind, on the growing edges of his own culture. One of 
the principal values of the good teacher is to foster and nourish growth 
as budding abilities and concerns appear. John Dewey defined interest as 
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evidence of dawning capacity. The atmosphere for mental growth in- 
cludes a high degree of affinity for the interests and concerns of the 
growers, individually and collectively. Intelligence thrives on successful 
pursuit of purposes. Success is attainment of purpose; the term does not 
imply excelling. Little intelligence develops among children who are 
constantly motivated to perform tasks, attain skills and comprehensions 
that they cannot yet achieve, or can achieve only with marked difficulty. 
We believe that more growth in intelligence results from devising facili- 
ties and routines for keeping the rabbit alive and relatively odorless than 
from contemplating the mature insights of Euclid. When we come fully 
to understand the process of mental development, we shall see that the 
arts are fundamentals rather than “fads and frills,” as all too many citizens 
now regard them. In the arts one is required to plan, to take stock of re- 
sources, and to act in accord with plans and insights that develop during 
the action. 


Associating with the More Experienced 


Abundant evidence shows clearly the cultural pull on intelligence. 
From many kinds of investigations we have seen the importance of the 
adult in the lives of growing children. Intelligence results in marked 
degree from thoughtful and aware reaction to the responses of other 
people. Little children need to talk and to have someone to listen and to 
respond. A cluster of studies known as the Iowa Studies * convincingly 


validate this principle. 


Motivating Oneself 


Activities must be carried on for their real reasons as the child per- 
Ceives them. The youngster washes his hands to become clean or because 
he is told he must do so, not to pass inspection nor to get a gold star. He 
reads to find out what someone has written, to learn something he wants 
to know, to enjoy a zestful tale, not in order to read better, or to be 
praised, or to escape from the “woodpecker group.” 

In building the basic structure of mental development, we must elimi- 


nate from our activities any implication that the child carries on an ac- 


— 
These are summarized in George D. Stoddard's The Meaning of Intelligence 
(New York: The Macmillan Company, 1943). 
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tivity merely for his own instruction. The activity is carried on for its own 
sake, for the gratification of one’s self, or for the amusement or benefit of 
others. Activities must have some real purpose. We care for plants to 
watch them grow, to enhance the appearance of the room or the yard. We 
keep pets because we need to take care of something that is alive, and to 
watch it live and grow. We spin a top to watch it spin, not to learn the 
principles of the gyroscope. We read a book to find out something we 
want to know. We measure with pints and feet and inches and pounds 
for the gratification of knowing more and more what the world is like and 
how to describe it—not to build a base for future instruction in science. 
Learning to gratify one’s curiosity is an outcome of intrinsic motivation. 
We seek to know because we want to find out, not because someone has 
made an assignment that must be handed in tomorrow morning. 


Role of the Teacher 

One important way in which the adult fosters the growth of intelli- 
gence in children is by helping them distinguish between knowledge: 
fancy, and wishes. We frequently inquire of them, “How do you know? 
Can we be sure? Can we find out?” We seek to develop essential respect 
for authority as they develop discernment for dependable authority. 

Today an important function of the teacher is to see that every child 
has time, place, and the opportunity to observe, experiment, and reflect. 
The elders must often stifle their mania to teach, to point out lessons, to 
explain beyond the child's desire for explanations. Rather than encourag- 
ing comparison and competition, the 
teacher must guard against these 
extraneous motives to excel, 
merely to be intellectual. 


or 


Someone has observed that we 
tend to be intellectually sterile from 
a lack of repose far more than from 
a lack of effort. Today the well- 
cared-for child has little repose. He 
is hurried in the morning to dress 
properly. to eat a good breakfast, 
and to be off to school. There his 


teacher is expected to have plans 
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for his day's occupation. In a "good" school his play time is managed by 
the grownups. After school he is likely to have a music lesson, a Scout 
meeting, or a church meeting. His dinner hour is set; after which he has 
homework and TV programs to claim his attention. The adolescents life 
is even more harried. If the youngster has been a good human, done what 
was expected of him, he has lived his whole day with no occasion to be 
in charge of what goes through his own mind, with no time to sit and 
wonder and reflect. We repeat: The mind is self-generated; it is built 
from within. Today it is important that the school provide free time for 
the child to use as he sees fit with a minimum of adult direction and 
expectation. 


Intelligence will not develop 
without opportunity. We do not 
eh Retard learn to be verbal, nor to orient our- 
Mental Development selves in space, nor to think if we 


Influences 


Wh 


have no opportunity to live among 
people who do these things. Some 
children have little stimulation to be intelligent. The adults in their lives 
do not respond to them. We once knew a couple who talked very little 
to their two-year-old, waiting for him to learn to talk so that they might 
talk to him. They wondered why he did not talk. 

We have referred earlier to the importance of a person’s thinking 
well of himself in the realm of adequacy in mental activities. It is quite 
common to hear adults insist: “Oh, I am no good at mathematics. I cant 
even keep my checkbook straight." Relatively little brain power is re- 
quired for this task, but many—especially those who have been taught 


arithmetic before they could comprehend it have a false self-image of 
inadequacy in mathematics. 

A great many grownups are terrified at the prospect of standing up 
before an audience and giving a simple speech on something they know 
à good deal about. As they have gone through school, being warned 
against making mistakes and speaking improperly, having the major at- 
tention of the teacher directed to inadequacy rather than to adequacy, 
the image developed, “I can't do that." 

We are particularly concerned. today with the conflict between rote 
learning and the development of intelligence. For many pupils, school 


experience consists almost entirely of studying to prepare for tests, to learn 
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by repetitious drill the answers to questions they themselves have not 
asked. We should like to see considerable experimentation done on the 
influence upon intellect of preparation to take tests. It is our hunch 
that intelligence does not grow in such circumstances and that learning 
by drill and rote those responses that involve insight and comprehension 
interferes with the development of these abilities. Attempting to put an 
idea into the cortex of the cerebrum so that it can be recited in words 
before it has permeated the person as a whole contributes to unintellec- 
tualism. Certainly, we do not build intelligence in children by drilling 
and exercising them on tasks that are commonly found in standardized 
tests. To teach by rote the meaning of symbols before the child has 
experience with that which the symbol represents is to retard or distort 
mental growth. To a growing, experienced-based child, pony and horse 
are nearly identical words, horse and house have nothing in common. 
Symbols have no reality within themselves; they derive their meaning 
from agreement and from common usage. 

We recall an old saying that teaching consists of finding what Jimmy 
cannot do and making him do it. At present, school practice is often heavily 
loaded with finding children's weaknesses and attempting to strengthen 
them. This practice makes it almost certain that the child must respont 
dully to his academic circumstances. He develops images and concepts 
of himself in terms of dullness in these areas of endeavor. He learns to be 
dull. He has no time left to do the things in which he has adequacy, ue 
cause he is kept "practicing" those things in which teacher or mother 
find him weak or inadequate. Is it any wonder school comes to be a place 
the youngster “puts up with"? . 

The teacher who would build intelligence fosters in the child attri- 
butes such as, “I can't read so well! But I h 


^ 
ave good friends who can. 
"My calculations aren't depend 


able, I must check them with Josie's. Shes 
a whiz in numbers." Adequacy despite deficiencies is a goal of an intelli- 
gent person. 

In an earlier chapter we have written of the blight of extraneous 
motivation. Certainly, the use of mental powers in the pursuit of extrane" 
ous goals retards effective intelligence. Students whose primary aim a 
to make the honor roll, to gain credits and degrees without work, to 
qualify to make a pile of money are not developing effective inteligen i 
Striving toward clearly conceived, attainable, and socially useful go? 
seems to be a fundamental nutrient of mental growth. 


87 


GROWTH AND FUNCTIONING OF INTELLIGENCE 


In many situations we find a 
condition which is unintelligent as 
Atmosphere contrasted with lacking in intelli- 
gence. The unintelligent atmos- 

phere tends to be devoid of goals. 

Some writers use the term goal-blindness. We find many classrooms in 
which the goal of the student is to get the assigned work done and to 
hand it in. Teachers rather commonly evaluate their pupils in terms of 
‘Did you do your assignment; did you get your work in on time? Is it 


The Unintelligent 


neat?" The only role which intelligence can play in this situation is in 
contriving ways to circumvent the teacher. 

We have indicated earlier that to teach symbols before experience is 
to teach unintelligence. 'One of the writers once taught mathematics. To 
the satisfaction of his supervisor, his pupils did well on tests. He said to 
them many times daily, “Don’t try to understand this. Just learn how to 
do it." The learning of a formula without having experience with what 
the formula represents is an unintelligent approach to problems. To learn 
that the square of the hypotenuse is the sum of the squares of the two 
sides of a right triangle has a negative effect upon mathematical compre- 
hension unless one has tested it out to find that it is so. In matters such 
as these, children do need the challenge, interpretation, and extension 
of meanings by older people. 

With the widespread use of tests of mental ability and educational 
achievement, we have been brought face to face with the problem of the 
effects upon mental growth of social-class status. It appears that wherever 
and whenever we investigate this phenomenon we find that the children 
of the lower (looked-down-upon) portions of the population display, on 
the average, less mental ability and grow with negative acceleration as 
they go through our schools. Formerly, psychologists attributed various 
àmounts of native intelligence to various ethnic groups in the population. 
Today, few responsible students believe that this is true. The works of 
Davis * should be studied carefully for added insight into this problem. 
It is our opinion that the child's realization of the non-acceptability of his 
parents and his folks tends to retard his mental development. This is one 
reason why teachers must carefully avoid implying rejection or an un- 
favorable attitude toward the parents of their pupils. 


5 Allison. Davis, Social-Class Influences upon Learning (Cambridge: Harvard 
University Press, 1948, The Inglis Lecture). 
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abundant energy anywhere on the earth—even to destroy himself. We 
have known a goodly number of pupils whom the teacher thought to be 
dull who were diabolically clever in annoying him. It is most unwise to 
attribute to any person lack of capacity to be intelligent without seeing 
him in a considerable variety of situations. Hogben wisely noted: 


Our parents do not endow us with characters. They endow us with 
genes... . Weisman has been amply justified by all subsequent work in 
challenging the belief that the genes have any sympathetic interest in the 


way we use the organs we owe to them.“ 


Thus far in this chapter we have considered the ways of intelligence 
and circumstances favorable to their development. We have assumed 
that all of these ways are learned. The reader's consideration of the fore- 
going discussion will reveal to him, we trust, that these ways result not 
so much from sheer capacity as from disposition, habits, and attitudes. 

A central problem of psychology has been to find an explanation for 
the clearly observable fact that some people behave much more intelli- 
gently than others. Thus far explanations are in the realm of conjecture; 
they are competent guesses. Stoddard has put it tersely in stating: "Boy 
A knows one French word; Boy B knows no French word. What neurolo- 


gist can tell me which is which?" 


The quest for a simple, unitary 


Theories explanation for differences in intel- 
of Intelligence ligence has led students of psychol- 


ogy down many separate paths. 

That some people are brighter than 
others is clear to anyone who has associated with people. For this fact 
numerous explanations have been offered. We make no attempt here to 
list or define them in any inclusive way. 

Physical equipment and physical condition must surely account for 
differences in mental behavior. A little child's mind works simply, not 
merely because he lacks experience but because his body, particularly his 
nervous system, is simple in organization. A child is born with all the 


nerve cells he will ever have. Growth and experience cause them to de- 


* Lancelot Hogben, Nature and Nurture (London: George Allen and Unwin, Ltd., 


rev. 1939), p. 11. 
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velop and establish connections. The amount and quality of experience 
seems to influence the extent and quality of the developing nervous SyS- 
tem. For this reason, and for many others, we cannot neglect the quality 
of living of a little child. 


As individuals differ in quality of eyes, feet, and hearts, so they must 
differ in the quality of the brain. Some authorities be 


result from available mental energy. That energy is e 
work” is wellknown. It can be me 


lieve differences 
xpended in “mental 
asured by a calorimeter.” At present 
a neurologist cannot distinguish a poor brain from a good brain, unless 
it has missing or degenerate parts or lesions. More useful to teachers 
is reflection on some of the explanations of intelligence as a function of 
human behavior, Stoddard describes intelligence as “a theoretical com- 


posite whose elements may be operationally tested." He offers. this expla- 
nation of intelligence: 


Intelligence is the ability to undertake activities that are characterized 
by: (1) difficulty, (2) complexity, (3) abstractness, (4) economy, (5) 
adaptiveness to a goal, (6) social value, (7) the emergence of originals, and 
to maintain such activities under conditions that demand a concentration of 
energy and a resistance to emotional forces." 


Thorndike set forth three types of intelligence: abstract intelligence, 
the ability to deal with ideas and symbols; mechanical intelligence, the 


ability to understand things; and social intelligence, the ability to under- 
stand persons. He 


depth, speed. This 


see the c. 


also defined three dimensions of intelligence—breadth, 
conception makes sense. Among little children we can 


arefully thoughtful child who is interested in à wide variety of 
matters; another who has no time for anything but tools, or music, or pets. 
We see some who size up soci 


al situations readily; others who seem 
devoid of a sense of how oth 


overemphasized as 


almost 
er people feel and respond. Speed has been 


à function of intelligence, yet it is an essential attribute 
of a city editor or a referee of a basketball game. 

Thurstone has devoted many years to studying primary menta] abili- 
ties among which he can find something in common. Through factor 
analysis, Thurstone has identified six factors which are functions of in- 
telligence and seem to be related to each other. These factors are verbal 


This is discussed in C. Judson Herricks The Evolution of Human Nature 
( Austin: University of Texas Press, 1956), pp. 280-282. 

* George D. Stoddard, The Meaning of Intelligence (N 
Company, 1943), p. 4. 


ew York: The Macmillan 
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comprehension, word fluency, space, number, memory, and induction," 
Thurstone states that factor analysis finds application in education and 
personnel administration in making it possible to recognize in every indi- 
vidual mental and. physical qualities which make him unique as an in- 
dividual. 


Variously productive attempts 
to measure intelligence came early 
in the century. A “flash of insight,” 
which led to modern methods of 


Conceptions 


of Mental Testing 


testing, came to a French physician, 
Binet, who was requested by his government to find a way to identify at 
an early age children who should be in special classes for the mentally 
retarded. He hit upon the idea of finding how much a child has learned 
out of the many things that all children have the opportunity to learn. 
To say, “I want a drink,” to know one’s name, to point to one’s nose upon 
request, to name familiar objects such as a penny or a key, to follow simple 
directions, to define common but abstract words were among the tasks 
which were found by Binet to differentiate dull from normal children. 
After concluding that ability to perform simple, common tasks did 
actually distinguish between the retarded and normal children, he hit 
upon the idea of relating performance to age. This gave us the concept 
of mental age, which is commonly used as the unit for measuring mental 
growth, Binet himself never heard of the IQ. This was suggested by Stern, 
à German psychologist, in 1914 after Binet's death. 10 
Upon learning of Binets new discovery, American psychologists, 
social workers, and educators leaped for joy. At last the stupid children 
in a class could be clearly identified. Americans rushed to France to 
translate the tests, and brought them back to measure children in the 
United States. In 1916, L. M. Terman published the Stanford Revision of 
the Binet Scale, standardized with American children. 
Since most of the paupers, criminals, and degenerates who were 
tested performed poorly upon these tests, low intelligence was deemed to 
be the cause of all degradation. This trend of thought was somewhat di- 


— 


» L. L. Thurstone Multiple Factor Analysis (Chicago: University of Chicago 
Press, 1947). Ü 

10 William Stern, The Psychological Methods of Testing Intelligence, trans., Guy 
M. Whipple (Baltimore: Warwick and York, 1914). 
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verted by a report that the average score of the inmates of a well-known 
penitentiary was higher than that of the guards. Nonetheless, school 
masters hastened to identify those young children who had low intelli- 
gence and thus no promise. Noting that children seemed to change very 
little in IQ, educators assumed that the intelligence quotient is fixed and 
unchanging. Before his death Binet uttered a protest 
prejudice against the educability of the intellect." 
Quotients can be calculated for all aspects of growth. A boy who is 
sixty inches tall when the average boy of his age is fifty inche 
quotient of 1.20. He is twenty per cent taller than the aver 


against the “common 


s has a height 
age of his age. 
We know of no one who records height quotients. The intellige 
tient makes sense to those who believe that intelligence is 
that its growth is regular. For these "believers," 
tient can be measured any time during his gr 
can thereafter be known by multiplying his 
as unreal as to use a height quotient from 
height at age sixteen. The controversy over the unchanging IQ has not 
yet completely subsided in America. Students who wish to read about it 
in detail will find the issues discussed in the Thirty-Ninth 
the National Society for the Study of Education.“! 

When America had to raise an army quickly in 1918, the Army re- 
quested psychologists to make up an intelligence test that could be given 
to large groups of people and easily scored. This resulted in the 
Alpha Examination, the first group test of intelligence. 
citizens were then shocked to learn that the average 
school child made 
the country’s young 


nce quo- 
a unitary factor, 
à child's intelligence quo- 
owth, and his mental age 
age by his IQ. This is quite 
age eight to calculate a boy's 


Yearbook of 


Army 
Some of our 
fourteen-year-old 
a slightly higher score on this examination than did 
adult males. From this some psychologists concluded 
that mental growth ceases at age fourteen. Probably it is true that the 
ability to make the kind of responses called for in most group mental tests 
does not improve much after age fourteen to sixteen. This se 
especially true of tests in which time is a factor. 
We think it quite unwise to record the results of 
figure whether it be mental age, intelligence 


ems to be 


à mental test in one 
quotient, or percentile rank- 
ing. Thus far we have attempted to show that intelligence is an abstract 
term including a wide variety of functions. To test these 


functions by 

! National Society for the Study of Education, 

Nurture.” Thirty-Ninth Yearbook (Bloomington, Ill: 
pany. 1940). 
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small samplings of the individual's behavior and to strike an average of 
these abilities is to hide evidences of actual potentialities and weaknesses 
of the individual. To use one word or number to define an individual's 
mentality is to defy the results of the vast amount of research in factor 
analysis. 

The individual tests most commonly used in America are the Stanford- 
Binet Test of Intelligence“ and the Wechsler-Bellevue Intelligence 
Scale The Stanford-Binet is regarded to be the most suitable for ele- 
mentary- and junior-high-school pupils; its results are given in mental ages. 
The Wechsler-Bellevue yields more meaningful results for adults and 


near-adults; its results are given in percentiles rather than in ages and 
quotients. 

These individual tests have validity only when administered by trained 
examiners. A precise testing requires more than an hour of uninterrupted 
time. It seems to us that some clinics give a disproportionate amount of 
time to determining a precise measure of a child's mental ability, when 
precision is not necessary for the problem at hand. One skilled in testing 
can discern in a few minutes whether a child's mental development is 
insufficient to meet the demands placed upon him, or if he has abilities 
that are going unchallenged. Some clinicians use items from the intelli- 
gence tests as controlled observations of behavior in order to explore the 
extent and qualities of mental abilities and the ways they are being used. 

A task is useful for measuring growth if it discriminates between ages. 
For example, very few four-year-olds will respond correctly to the direc- 
tion, “Give me three pennies" from a handful. A large percentage of five- 
year-olds can carry out this direction; scarcely any six-year-old fails to do 
so. Hence, successful performance on this task is a good indication of 
having reached a maturity level of five years in number concepts, and the 
ability to follow directions. 

Teachers would do well to study some of the standardized individual 
mental tests to gain perspective on what kinds of tasks can commonly be 
performed at the successive stages of growth. We cite a few examples 
for you to study: '' 


12 L, M, Terman and M. A. Merrill, Measuring Intelligence (New York: Hough- 
ton Mifflin Company, 1937). 

™D. Wechsler, The Measurement of Adult Intelligence (Baltimore: Williams 
and Wilkins, 1944 )- 

! Examples cited are adapted from Lewis M. ‘Terman and M. A. Merrill, Measur- 
ing Intelligence (New York: Houghton Mifflin Company, 1937). 
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Age Two 
Can point out familiar objects when directed. “Show me the kittv, the ball, 
the doll, the bed." 


Can identify parts of the body. "Show me the doll's hair, eves, hands, 
mouth." 


Can repeat two digits. "Now say 5—2, 3—9." 


Age Four 
Can string beads imitatively. 
Can use the number concept of two. "Give me two pennies." 


Age Six 
Can copy a simple string of beads: two round, one rectangular; two round, 
one rectangular. 


Can respond to requests for 


a number of objects up to ten. “Give me six 
beads." 


Can tell a simple story from a simple picture. 


Age Seven 


Can respond correctly to, "How many fingers have you on one hand? On [ 
both hands?" 


Can respond correctly to a request to count sounds, such as: six taps, one 
second apart, on the desk. 
Can use related words to build a sentence, such as: cat, milk, dish. 


Age Eight 
Can comprehend situations, such as, “Why is a train harder to stop than 
an automobile?” 


Can name the days of the week. Can answer corr 
before Thursday, etc." 


Can deal with opposite analogies. “Snow is white; coal is d 


ectlv, "What day comes 


Age eight is the close of the primary school period. Reflect upon the 
kinds of mental performance commonly expected of children by the time 
they have completed the third grade. Note particularly that none of the 
tasks involves the child's reading from the printed page or doing any 
kind of numerical calculations. 


Age Ten 


Can remember most of the details of a short sele 
read aloud to him. 


Can give adequate meaning to abstract terms such as pity, 


clion (six to eight lines) 


surprise. 
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Age Twelve 


Can copy a slightly complex geometric design from memory. 
Can repeat backward five digits spoken to him at the rate of one per second. 


Age Fourteen 

Can respond correctly to orientation in directions. "Suppose vou are going 
north, turn to your left, then turn to your right. What direction are you 
going?" 

Can respond correctly to problem-solving examples. "Describe how you 
would measure out exactly three pints of water if you have only a seven- 
pint can and a four-pint can. 

Can define abstract terms such as courage, charity. 


Age Sixteen 
Can handle more complicated problem-solving examples: "If two pencils 


cost five cents, how many can you buy for fifty cents?" 
Can give meaning to proverbs, such as: ^A burnt child dreads the fire." 


After pondering the complexity and intellectual demands of these tasks, 
relate them to demands made upon pupils at the various grade levels. 
For example: does it seem to you that the average person is able to 
comprehend algebra at age thirteen or fourteen? 

We stated earlier that World War I brought us group testing. Since 
the publishing of the Army Alpha, dozens of tests have been standardized 
with varying degrees of care, and offered for sale. We shall not name nor 
evaluate any of them. We should like, however, to make some comments 
and raise some questions about the use of group intelligence tests in 
Schools. A group mental test is made by presenting many problems to 
many children, studying their responses to the items to identify those 
which discriminate between children of various ages, and eliminating those 
problems which do not discriminate. These items are then subjected to 
refined statistical procedures to make sure they range in difficulty, and 
that the differences in degrees of difficulty are similar at all levels. The 
important thing to hold in mind is that the test items were given to chil- 
dren. In what region was this done? In using the norms of the test the 
teacher is comparing a group of children, or an individual child, with 
other real children elsewhere. Children do not do well on tests that are 
not in their native language. College students who have grown up in one 
language do not do well on tests given in another language. 


Teachers must ponder the fact, however, that the group mental test 
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is likely a vahd measure of a child's readiness to do school work as school 
work is commonly done. If the Latin-American child must read and write 
in English, the English language mental test does measure his ability to 
succeed. Hogben has written most wisely on this subject: 


It does not necessarily follow that the intelligence tests give a just meas- 
ure of all that we commonly mean by the adjective intelligence when we 
apply it to adults. Probably the intellectual performance of adults depends 
quite as much on temperamental characteristics ordinarily described by alert- 
ness, persistence, curiositv, or a sense of humour as on the type of facility 
which intelligence tests assess. Hence proposals to limit educational facili- 
ties to children who get high scores on such tests are exceedingly danger- 
ous. It is never suggested that the education of the prosperous classes 


should be limited in the same wav. So the political motive is not far to 
seek. 15 


The norms of a test are always given in precise numbers. Numbers 
imply great precision and concreteness. Numbers derived from tests are 
not so precise as inches, pounds, dollars and cents. They are the averages 
of a given group. Half of the members of the group from which this aver- 
age was secured were above the norm, and the other half below it. To ex- 
pect a given child to attain a norm is to expect him to be above the average 
from which the norm was obtained. Perhaps you recall the cartoon depict- 
ing a school principal placating a disturbed mother with the caption, 
"Try not to worry about it, Mrs. Taylor, we have many seven-year-olds 
with the mentality of a seven-year-old.” 

If one is to have his score used in any meaningful way, it is most im- 
portant to be sure that the child has in fact been tested. Dudley's 1Q, as 
recorded in the office of the junior high school, w. ‘ 
result of one test given to all incoming se 
cafeteria. Dudley was treated as 


as 82. This score was the 
venth graders at one time in the 
a dull child and performed dully, in 
accord with the role assigned him. On the hunch that Dudley had more 
intelligence than he displayed on this test, one of his teachers administered 
an individual test three years later. His true 1Q was about 150. Upon dis- 
cussion of this marked discrepancy, Dudley exclaimed, “Aw, that test we 
took in the cafeteria was baby stuff. Anyhow I broke my pencil." Dudley 
had not been tested. 


' Lancelot Hogben, Nature and. Nurture (London: George Allen and Unwin, 
Ltd., rev. 1939), p. 29 
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Rolly was the cleverest T-formation quarterback in his high-school 


league. His principal was distressed about Rolls low IQ. On no test 
Rolly's temperament required him to do 


could he score better than 87 
one thing at a time, and to do it as well as he could. Such orientation does 
not result in a high score on tests in which limited time is a factor. Such 
a test was not suitable for Rolly. 

Bernice was thought to be an ordinary pupil. She was pleasant, placid, 
did her lessons in an easy, satisfactory manner. She was not much inter- 
ested in school work, apparently had not been much interested in the 
group mental test upon which she had obtained an IQ score of 115. In 
taking an individual mental test at age nine, she defined the word treasury 
as a "place where a cooperating group keeps its money." This is some- 
What superior to the definitions now given in standard dictionaries. Her 
IQ as measured by this testing was about 200. 

We might comment parenthetically that Bernice was done great harm 
by this testing. The excitement at the clinic, at her home, and at the 
school over Bernice's being one of the brightest children in all the world 
gave the child an entirely erroneous conception of the significance of 
being bright. A child's superior abilities must be employed as assets to 
the group, never as claims to distinction from it, nor as cause for adula- 
tion. 

School-wide or even system-wide testing programs can be of value if 
employed by the teachers in the realm of talent scouting. Many children 
move along ata congenial pace, carrying out their assignments, avoiding 
undue exposure to unfavorable comparison as well as to unfriendly envy 
of their classmates. However, a child's working far below capacity is an 
important diagnostic sign which leads the responsible teacher to a more 
thorough study of him. 

Rather commonly, children are subjected to blame when they are 
discerned as working below capacity. Educators are disposed to expect 
a high degree of relationship between capacity and achievement. We 
doubt the validity of this expectation. In the realm of intellectual achieve- 
ment, factors other than sheer capacity, play important roles. One must 
have enough capacity to carry on an activity whether it be to walk, to 
stand on one foot in the da 
But after one has attained the needed capacity, factors such as interest, 
zeal, and practice are accountable for differences in achievement. This 
would be a strange world, indeed, if all of us developed all our capacities 


rk, or to imagine the extent of the universe. 
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to their fullest extent. Man has long conjectured, and you might enjoy 
discussing, the extent to which superior capacity of itself guarantees 
superior accomplishment. Sir Francis Galton maintained, "Intelligence 
will out!” Quite an opposite point of view was expressed by Gray in 
“Elegy in a Country Churchyard.” 

Today general tests of intelligence which yield a score in one number 
are used much less than are tests of the particular ability sought. For 
example, the total score on a test for an accountant is not as crucial as the 
rareness of his errors. He needs enough intelligence to be an accountant. 
Thereafter, the quality of accuracy matters more. A watchmaker must 
have sense enough to understand the mechanism of a watch; he requires 
delicate precision of movement lacking in most of us. Few creative writers 
are competent proofreaders. 

Translating intelligence test results into 1Q’s brought classification of 
individuals according to IQ. Terms such as gifted, feeble-minded, moron 
came upon us. In clinics these became clinical terms, According to the 
method used to standardize the tests, the average IQ is 1.00. The term 
gifted has come to designate those with IQ's above 1.30; those below .70 
are called feebleminded. (Some states have established this definition by 
law.) In clinics, the term idiot applies to those whose IQ's are below .25, 
and who will grow mentally to be no more capable than the average four- 
year-old. Imbeciles range from .25 to .50, morons from .50 to .70. (This is 
useful information in seeking the appropriate appellation for associates 
who displease us. ) 

Gifted children have been studied as likely sources of geniuses and 
leaders. From time to time the public demands that the gifted be identi- 
fied early and given special training and opportunity. Immediately upon 
completing his revision of the Binet Scale, Terman set about to identify 
a thousand “genius or near-genius” children to be followed through the 
period of growth. Four interesting volumes have resulted from this iden- 
tification and follow-up.!* 


16 L. M. Terman, Mental and Physical Traits of a Thousand Gifted Children, 
Genetic Studies of Genius, Vol. I (Stanford: Stanford University Press, 1925). Cathe- 
rine M. Cox and Others, The Early Mental Traits of Three Hundred Geniuses, Genetic 
Studies of Genius, Vol. II (Stanford: Stanford University Press, 1926). B. S. Burke, 
D. W. Jensen, L. M. Terman and Others, The Promise of Youth, Genetic Studies of 
Genius, Vol. III (Stanford: Stanford University Press, 1930). L. M. Terman, Melita 
H. Oden and Others, The Gifted Child Grows Up, Twenty-five Years’ Follow-up of 4 
Superior Group, Genetic Studies of Genius, Vol. IV (Stanford: Stanford University 
Press, 1947). 
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In this chapter we have empha- 
sized the fact that intelligence is a 
to: Be Xntciligent cluster of related abilities which are 
learned. We recognize that indi- 
viduals differ in their capacities to 
learn. Capacities for mental behavior develop into abilities as a result of 
challenge, opportunity, and nurture. Recently we watched a twelve-year- 
old struggling to learn to ride a bicycle as a couple of six-year-olds stood 
by wondering what the trouble was; they had just ridden their bikes two 
miles across town to call on a friend. The big boy had grown up in a sky- 
Scraper-apartment building in Brooklyn. He had had no opportunity to 
develop the ability to ride a bike. Being transplanted into a suburban 
culture at age twelve was putting him at a disadvantage in many respects. 
The community to which his parents moved is on Long Island Sound, 
where everyone has a boat. The children grow up in this community 
knowing about boats and riding their bikes all over town. If a six-year-old 
inquires how the boat-trailer works, his dad responds, “Look underneath 
there and see.” 

When one is helping children learn something, he must have clearly in 
mind the aim of that learning. We are writing this book for teachers who 
wish to help children learn to be free men rather than willing subjects. To 
foster the development of a free man, one uses none of the methods by 
which dogs are trained to do undogly tricks upon command. Teachers and 
school administrators must consider deeply the differences between train- 
ing and education. Training implies the use of skill without the learner’s 
thought of purpose. The term education comes from a root meaning “to 
lead out"; it implies helping children become aware of the dignity of 
persons, and developing their capacities into abilities which may be used 
for the benefit of others and which will make their own gratifications more 
Secure. 

Elmo Roper, a highly competent observer of the social scene, has 
Summed up the function of education as follows: 


Learning 


The real pulse of our civilization is human lives, lived in freedom and 
dignity, by men who are conscious of their own stature and deeply respect- 
ful of the human potential that all men possess. We will be saved—if we 
are luckv—bv men who are able to use all that is in them—their minds, 
their senses, and their hearts—as fully developed human beings. 

When schools teach, they teach the whole person. There simply is no 
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way of compartmentalizing people so that a thing done or taught to them 
reaches onlv a preselected part of them. 

The primary function of our schools is to teach people how to think, 
but a submissive person who has learned nothing but to accept what is 
told him cannot think well. A person who has been educated by forced 
feeding may be able to display a wondrous amount of knowledge upon 
request; but it will not have nourished him. Only a free person, who has 
sufficient confidence in himself to offset the constant battery of pressures 
from without, can truly think. “ 


Some Prin 


of Learning 


to circumstances. 


"iples 


We wish to set forth some prin- 
ciples of learning which teachers 
may use as guides in planning and 
evaluating their learning activities. 
Learning is a process of reacting 


The learner learns his own reactions. He truly. be- 
comes what he experience: 


s. Feelings and attitudes are the basic deter- 


miners in a learning situation. Too, they are the fundamental learnings in 
experience. Feelings and attitudes cannot be assigned, nor demanded, nor 
deliberately controlled. 


The individual's behavior is directed to bring about conditions favor- 


able to his own interests as he senses them. How- 
ever a person behaves, that way makes sense to 
him. Children need much guidance in learning 
from their experience to be thoughtful in pro- 
moting their own interests and in distinguishing 
what contributes to their long-range well-being 
as contrasted. with momentary gratification. As 
teachers give this guidance they must have in 
mind that people do not prosper by imposing 
upon others what they are unwilling to accept for 
themselves. 

Children assimilate into characteristic ways of 
behaving those ways which seem to them essen- 
tial to the achievement of their own purposes. 
Human activitv is directed to the attainment. of 


purposes. The real outcomes. of experience. are 


U Elmo Roper, “Learning Is Total” The Saturday 
Review, May 24. 1958, p- 20. 
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determined by the purposes of the learner, by his real reasons for his 
The basic work of the teacher concerns the provision and arrange- 


activity 
ment of facilities, circumstances, and challenges in terms of the back- 
ground, level of maturation, interests, and concerns of the learner. 

An effective group learning situation permits each participant to 
perform in terms of his own background, abilities, and concerns, with 
spect and appreciation of the group. 
for the learners 


satisfaction, and with the r 

An effective learning situation provides opportunity 
to share responsibility for its arrangement and operation. In it, the chil- 
dren need some things to care for. It must involve genuine planning by 
the children of activities and occasions for which they have marked 
enthusiasm. There must be a need for inventing, for contriving, for making 
out with the materials at hand. The effective learning situation provides 
free time for reflection and contemplation. It provides opportunity for 
rpret conditions in their lives, particularly those 


children to know and inte 
about which they can take some action. 


We would like to close this 
Meaning of chapter with a discussion of the 
Social Intellig 


ee meaning of social intelligence and 
the consideration of some means for 
promoting its development. We 

must face the fact that we live in the most schooled generation of man in 

most destructive, bloodiest generation. 

es now in a highly complex world of machines and 

and too expensive for him to own and manage by 

echnology offer us limitless amounts and varie- 


history; it is also the 

The individual liv 
Organizations too big 
himself. Our science and t 
ties of goods, comforts, and joys without endangering the health and 
safety of anyone and without the need for enslaving any other man. 
Progress in civilization has resulted from more and more specialized work 
As men have become more specialized, they have 
ve and more necessary to each other. They have 
become interdependent. This is the “reason to be” a democracy. 

The basic method of democracy is the functioning of group intel- 
ligence, the ability and disposition of a social group to come to agreement 
on common goals and to direct effective action toward attaining those 
t as does the intelligent individual, determines 


h thinking. 


and more organization. 
become more producti 


goals. The intelligent group, 
purposes and pursues them througl 
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Methods commonly used in school assume intelligence to be indi- 
vidualistic and largely non-cooperative, despite the fact that modern life 
presents problems too complex for the individual to solve, and demands 
specialized skills and knowledges too varied to be carried in one small 
head. Group enterprise taps and mobilizes the skill and wisdom of indi- 
viduals. Numerous studies show that the individual lacks the capacity to 
think clearly by himself, to set aside his vested interest in being right. He 
requires the checks and balances of other individuals. To know truths and 
to act in accord with the best wisdom available, man normally seeks 
conference and counsel and opportunity for discussion. The teacher who 
would lead a group toward ever more intelligent behavior seeks to help 
the group attain a high degree of consensus in setting goals, in realistic 
appraisal of resources and opportunities for reaching them, in wise plan- 
ning of procedures and in appropriate designation and acceptance of 
responsibilities for implementing plans. The teacher makes sure that all 
concerned parties are heard, that marked enthusiasms and marked dissents 
are justly weighed, that the mild desires of a majority shall not outweigh 
the strong concerns of a few. A genuinely democratic group seldom votes; 
voting tends to emphasize disagreements. 

In circumstances where the leader exercises the authority of status, 
as do most adults in schools, the group cannot become intelligent unless 
it clearly understands and accepts as reasonable the imposed limits of its 
freedom of choice and action. Too often, discussions in classrooms and 
staff meetings are merely exercises in guessing what the leader has in 
mind or will accept. Once freedom of choice has been offered the leader 
may not exercise veto power. 

A significant function of the teacher is the discovery, release, and 
marshaling of competencies within the group. He holds fast to the princi- 
ple, however, that individual competencies and tools are to be prized as 
assets for the group, and are not claims to distinction or privilege. Because 
Josephine can spell exceptionally well, she shall read proof on the maga- 
zine, not receive a pat on the head nor a certificate of merit for being the 
best speller. 

If we are to have a cooperative world, we must have people disposed 
to cooperate. We regard as intelligent the individual who is sensitive to 
the quality of living of other people. The cultivation of this sensitivity is 
a major function of education of social intelligence. The teacher must feel 
and behave with genuine concern for the inner good feelings of every pupil. 


The socially intelligent individual is motivated by an active feeling of 
personal responsibility for the well-being of mankind. He claims nothing 
for himself that he does not work to achieve for other people. As the child 
develops in a school social group, he must experience ever-widening op- 
portunities to be genuinely valuable to others in his immediate environ- 
ment. 

The socially intelligent individual is disposed to act in accord with 
his foresight of human outcomes. He cultivates skill and resources for 
predicting social outcomes of behavior. The individual subverts his own 
interests to the wishes of the majority in situations which require common 
action. He maintains, however, active resistance to the encroachment of 
the leader and of other members of the group upon matters peculiarly 
personal and private. Perhaps the entire group must go to one place—to 
the museum, the post office, or on the pregraduation trip to Washington 
or Chicago or San Francisco. Everyone must abide by the group decision 
if he is to participate. However, the group may not demand that each 


boy part hi ir i » middle or wear white trousers when he takes a 
yr his hair in the 


tour through the museum. 

Socially intelligent people respect genuine authority; they are skepti- 
cal of the authority of status. They learn discernment in judging the worth 
of the opinions and proposals for action of other persons. They grow in 


respect for relevant data and testimony. They respect the leadership of 
h in the attainment of goals. 


competency as they recognize its wort 
those in positions of leadership 


To build these qualities in people, 
must make them function in the operation of the group. The activities of 
group enterprises. The group must be more than 
g their individual purposes in congeniality 
e carried on in accordance with the 


the group must require 
a number of individuals pursuin 
and proximity. These activities ar 
principle that democracy is a group of persons voluntarily working to- 


gether to enhance the quality of living of each one of them. 
108 
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Some common educational practices seem to interfere with the devel- 
opment of social intelligence. Most destructive among them is the pro- 
motion of individual or in-group determination to gain advantage, to have 
its own way. We have known teachers to comment to a parent, “Your 
Susie is the best reader, or the best cooperator in the room.” The motiva- 
tion of individuals to excellence rather than to being of ge 
the group is directly contrary to the achievement of 
group enterpr 


nuine worth to 
genuinely intelligent 
- We must move rapidly from concern for “Who shall 
have his way?” to the proposition, “What way will bring the greatest 
satisfaction to the most of us?” Commonly, teachers imply the 
that certain individuals among their pupils will have the 
the best suggestion. Often these “right” children are beamed upon by 
the teacher to the pain of their associates. This practice 
term egg-head. Our politicians are most wary of any 


expectation 
“right” answer, 


has given us the 
suggestion that they 
are scholarly, Some years ago a prominent political leader said proudly of 
his candidate at the national convention, “He represents no thinking 
group.” 

In evaluating the individual's contribution to group endeavor, we 
must express appreciation of the contribution, not of the contributor. 
Discriminating praise of the individual seems to act as a strong, habit- 
forming drug. Group appreciation of contributions and achievements 
seems to be a prime motivator toward human gratification, 

In our time man’s greatest developmental task, that edge of rapid 
growth of civilization, is the achievement of world-wide cooperative liy- 
ing. Modern technology leaves no neutral ground betwee 


n peace and 
war. Teachers 


and pupils must grow rapidly in the knowledge 
other men live, of the circumstances that make life good, of the world's 
resources for richness of life. School must carry on ways of living together 
Which promote personal responsibility for the condition of m 
where. It must Carry on group enterprises directe 
ment of the quality of living. Mankind must le 


of how 


ankind every- 
d to continued improve- 
arn to live by intelligence! 


Suggesti 


s for Further Exploration 


> Note some of the things the individual you 
voung human does or savs that indic: 
these with vour classmates to se 


are studying or some other 
ate his level of mental maturity, Discuss 
e how much agreement exists among vou. 

> Try to recall all the situations during the past Week in high vou. have 
“given up" on something vou started. Can vou analy ze why vou did not com- 
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plete what vou started? Was it due to lack of capacity, waning of interest, 
temperament, or a combination of all these? 

> Construct an opinionnaire of twenty-five items ranging from statements of 
fact to ones of belief and ask a group of vour acquaintances to respond in terms 
of a five-point scale. For example: 


Absolutely | Probably | Dowt | Probably | Absolutely 
True True Know False False 


I. A man will at 
some time land on 
the moon and return 
to earth. 


2. The distance be- 
tween San Fran- 
cisco and New York 
City is about 3000 
miles, 


Discuss the responses vou receive noting differences in opinion and in indi- 
vidual intensity of belief. about matters we cannot be sure of. 
> Note during the next week instances of behavior which you would call 
"stupid." Ask vourself these questions: 
Did the individual know he was behaving stupidly? If not, why didn't 
he? n i A 
If he did, how did he respond: try to laugh it off, cover it up, bluff his 
way through it, blame someone else, or. 
What caused the stupid behavior, as vou see it, in each instance? 
> Note during the next week instances that make you say or think, "My, 
wasn’t that smart!” In each case try to analyze the ways of behavior that were 
displayed. 
> With some of your classmates list individuals who seem to have a genuine 
sense of humor, Do these people have other intellectual characteristics in com- 
mon? Can they laugh at their own mistakes and incongruities? 
> Observe a group of children. Note those that during the discussion hold out, 
refuse to go along with group decisions. See if vou can relate this quality to 
other qualities in personality- Do vou judge these children to be particularly 
; s : j 9812 ^y seem to include all three cate- 
bright, average, or below the average, or do they 
Lories of description? 
ig people making a decision. See how many people 
s 8 


> Observe a group of your ‘ ; 
p T et is being considered. Ob- 


in the group contribute to the discussion as the subje 
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serve how differences of opinion are handled by the group and by the ice 
Do any people change their positions during the discussion? How pa 0 pea 
made: by vote, by consensus, by strong-arm methods, by one person? How m ei 
commitment to the decision by the group as a whole do you surmise m 
Try to test it out. How well do individuals understand their own responsibilitie 


187 : D 3 i Our classmates i rms 
in relation to the decision? Discuss this experience with your classmates in te 
of its meaning relative to social intelligence. 


Additional Sources You May Find Helpful 


John Dewey, Interest and Effort in Education. New York: Houghton Mifflin 
Company, 1913, ponte 

This early little book is among Dewey's clearest statements that inter- 
ests reveal the growing edges of the mind and that the effort which edu- 


; : Rios ee duos , 0 
cates and builds the mind must come from the inner drive to grow and t 
know. 


William Heard Kilpatrick, Philosophy of Education. New York: The Mac- 
millan Company, 1951. 


The mature re, 


flections of a pioneer student of educative methods. This 
book was writte 


n after fifty years of distinguished teaching by one of 
America's master teachers. 
George Mead, 


Mind, Self and Society. Chicago: University of Chicago 
Press, 1934. 


Students of society commonly agrec that this book is among the most 


important contributions to our understanding the human mind as a social 
product. 


Jean Piaget, The Origins of Intelligence in Children. New York: Interna- 
tional Universities Press, 1952. 

Jean Piage 
book. He e 
velopment 
being u 


ts original research on young children is recorded in this 
mphasizes the importance of the perceptual activity in the de- 
of intelligence. He believes that mental faculties develop by 
sed. The last chapter summarizes theories of intelligence—very use- 
ful. This is difficult reading but we recommend it most highly. 


James Harvey Robinson, The Mind in the Making. New York: Harper and 
Brothers, 1921. 

Many leaders of modern thought regar 
most important influences upon their conce 
It traces man’s long struggle toward realizin 
Robinson's insights, gained from life 
pressed simply and profoundly. 


d this book to be among the 
ptions of society and of man. 
g his human potentialities. Dr. 
long study of human history, are ex- 


The Cultural 
Origins ol 
the Individual 


B 


0: all creatures humans 
are born least capable at birth. A 
human infant can do nothing but 
metabolize. He is born with no 
ready-made human behavior, rather 
he must learn all his human quali- 
ties as nature matures his special 
capacities to learn them. He learns 
to behave like a human being 
through associating with other hu- 
mans by the process of accultura- 
tion. A child requires several years 
of care merely to stay alive. To re- 
main human, all of us require the 
care and concern of other people 
throughout our lives. 
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Nature has been most wise in 
providing that humans are born 
with no fixed ways of behaving and 


Muman Behavior 


Is Learned 


in requiring a long period for hu- 
mans to grow to adulthood. Because 
they require the care of other people and constant association with them, 
the very young learn to be like those who care for them. We use the term 
care for to mean providing for the child's basic needs. 

Have you not been astounded to obse 
comprehends his mothe 
sible to you? He 


rve how easily a little child 
r who is rattling to him ina language incomprehen- 
comprehends fully though he has had no instruction such 
as you had in that language in school. Young children in Madrid use 
Spanish quite well. Even the slow learners learn French in France, Yet 
some of America’s brightest youth have difficulty learning Spanish, 


French, and German, We learn our language, religion, manners, values, 
politics, prejudices, prefere 


ces, and aversions from the people with whom 
we grow. A human being is the product of his own special culture (some- 
times we call this a subculture). He is the product not merely of his na- 
tionality, his community, his church, his family but of his own responses 
to his family, his neighbors, his own world of people. By growing with 


people, a child learns to be like those with whom he 


grows. We believe 
W 


alt Whitman caught the import of this thought in the following lines: 


There was a child went forth eve 
And the first object he look'd u 
And that object became 
Or for many ye 


ry dav, 
pon, that object he became, 


part of him for the dav or a certain part of the dav, 
ars or stretching cycles of years. 


The child's nee 


d for prolonged care is essential to his deve 
and to his life as 


à human. One of the fundamental aspe 
not shared by the lower animals, is that we learn to care for 


whom we care. Long have teachers said of some of the 
mother could love that child, 


lopment 
cts of human life, 
those for 
ir pupils, “Only a 
Now we know that a mother, in mecting 
that child's deep needs for food, cuddling, and comfort, learns to love the 


child. And the baby learns to love her. Fathers who wish to be loved 


! Walt Whitman, “There Was a Child Went Forth” 


` Leaves of Grass (New York: 
Aventine Press, Inc.. 1931), p. 372. 
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must care for the baby, too. and share in the feeding, cuddling, diapering, 
bathing, lullabying. A most interesting study of the relationships of 
fathers to their children who were born during the father's absence from 
home during World War H has been made by Stolz. 

Children learn to love, respect, and value those persons who care for 
them. Nature has sought to make it mandatory that a mother feed her 
infant child in frequent periods of warm cuddling. (Much interesting 
work has been done in the last few years on the effects of children losing 
their mothers. The film “Maternal Deprivation in Young Children" ? 
eloquently portrays these effects.) Thus father-love is much less a theme 
of poetry and song than is mother-love. All too often we have known 
mothers to neglect their fundamental role or leave the basic care of the 
child to someone else, then to be quite hurt to realize that the child 


preferred the other person. 


Let us examine the likenesses 


€C 8 r s 

aan in: Attkibutes of people in all cultures. We be- 
of People lieve that baby Moses, baby Cleo- 
in AML Cultures patra, baby Napoleon, baby Socra- 


tes, baby Gandhi, baby Florence 

Nightingale, baby Columbus, baby 
Hitler, baby Eisenhower were very much alike. How they became so dif- 
ferent is one of the basic problems we discuss in this chapter. Each was 
born by a woman; each was born helpless at a low level of creature func- 
tioning; each was born with a need to accept food, with the necessity to 
rely upon older people to whom he must make his wants known; each 
Was born male or female and learned early what this meant to him in 
the particular culture in which he grew. All cut their teeth within a narrow 
range of months, assumed erect posture, walked independently about the 
Same period of development. Whether they approached walking by cruis- 
mg around a playpen or by holding on to saplings, viewed their mothers 
as threats or havens, knew no f 
to see him come home every day, 
the Euphrates depended upon the t 


— — 


ather or peered eagerly from the window 
played baseball or threw mudballs into 
ime, place, and human ways of their 


Lois Meck Stolz and Collaborators, Father Relations of War-Born Children 


(Stanford: Stanford University Press, 1954). . : g . . 
* Maternal Deprivation in Young Children, 30 min., sound, New York University 


Film Library, 
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culture. Each had an urge to grow, to relate to other people, to be some- 
body within his own intimate group, because of whom he was and what 


he could do. 


The babies mentioned above 
became remarkably different per- 
sons because of the uniqueness of 
their bodies, the cultures in which 
they grew, their own respon 


Each Individuals 
Culture 


Unique to Him 


as to 
the events of their daily lives, and 
as they experienced it. Very often 
are perplexed by the extreme differences 
in children from the same home. They assume that each child in a family 
has the same culture, Let’s take a look. In 


a two-child family, one may 
have no sister, but a brother; the other child has no brother, but a sister. 
One is the older, 


the other the younger. Perhaps the older was not yet 
wanted by his parents, but he taught his parents to love babies; the 
younger was most welcome. Or, perhaps, the second child came earlier 
than wanted and felt his intrusion, Often expectations for girls are quite 
different from those for boys. Perhaps Lydia matches the pictures her 
parents have of what their child should be; Jimmy looks like cousin 
Mortimer. A child's culture consists of the behavior of the people with 
whom he grows, and the way he feels about that behavior, Interpersonal 
behavior tends to be specific in terms of the attitudes of the persons in- 
volved, Merely knowing the general aspects of a culture, be it the family, 
the neighborhood, or the nation, will not enable us to know the private 
world of an individual within that culture, apart from knowing him. 
Germany produced Hitler and Einstein during the same time span, 


the demands and opportunities of life 
teachers, neighbors, and parents 


| ] The cultural expectations of the 
Dominant Themes t M k 
people around him critically affect 
the way in which a child develops. 
Convincing evidence indicates that 
some very young children experi- 
ence the trauma of being a disappointment to their parents. Mom and 
Dad wanted a girl and got a boy. Brown-eyed parents got a blue-eyed 
baby. Father expected to sire an all-American football player and found 
his son temperamentally opposed to violence. Our present culture has 


| of American Culture 
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many themes that exert strong molding forces upon the young. Let's con- 
sider some of these dominant themes. 


The Success Theme 


America has long prided itself upon its social mobility. The “rags to 
riches" theme, with which our literature abounds, has permeated the 
culture. We recommend Marquand * as one of the outstanding current 
writers on this theme. Many of us grew up on the Horatio Alger stories. 
Even today, “great businessmen and potent industrialists interrupt their 
affairs to gather" * each year in New York City for the presentation of the 
Horatio Alger Award, which is given to a few men who have risen from 
humble origins to success. The success theme is emphasized in expres- 
sions like “the American dream," and “a self-made man.” Advertising in 
fashions, in automobiles, in practically every phase of living accents the 
importance of material success. We recently heard a woman who is al- 
lergic to mink wryly remark that her husband’s success in his work de- 
pended upon his driving a big car and his wife's wearing mink. What 
girl on the Lower East Side of New York does not dream of wearing a 
mink coat as she cruises along in a Cadillac? 

Boys especially are expected to be striving, energetic, “eager beavers” 
in our culture, They are expected to “get ahead.” We are much less con- 
cerned with girls becoming successful in professions and in business. Of 
course, boys feel this pressure, and some of them feel inadequate to 
measure up to these expectations. From any point of view from which 
problems of maladjustment are considered, about five times as many boys 
as girls appear. Delinquents, slow readers, behavior problems, and emo- 
tionally disturbed young people are for the most part boys. Nothing in 
the basic nature of the sexes explains this. The difference, it appears, is 
in the expectations of the culture. The cultural expectation to be success- 
ful, to “get ahead,” is much more demanding for males than for females. 
This is particularly true for the middle-class male child.* 


* John P. Marquand. See Point of No Return (New York: Bantam Books, 1952), 
and many others, " 

A. Richard Wohl, “The ‘Rags to Riches Story’: An Episode of Secular Idealism, 
Class, Status and Power, eds., Reinhard Bendix and Seymour Martin Lipset (Glencoe, 


Ill.: The Free Press, 1953), pp- 388-395. 
€ Arnold W. Green, “The Middle-Class Male Child and Neurosis,” Mental Health 


and Mental Disorder, ed., Arnold M. Rose (New York: W. W. Norton and Company, 
Inc., 1955), pp. 341-357. 


114 


CULTURAL ORIGINS OF THE INDIVIDUAL 


The mechanism through which the anonymous authority operates is 
conformity. I ought to do what everybody does, hence, I must conform, 
not be different, not “stick out"; I must be ready and willing to change 
according to the changes in the pattern; I must not ask whether I am right 
or wrong, but whether I am adjusted, whether I am not "peculiar," not 
different. The only thing which is permanent in me is just this readiness 


for change. Nobody has power over me, except the herd of which I am 
apart, yet to which I am subjected. 12 


The anonymous authority which supports conformity is referred to as 
it or they. They believe, they said, it isn’t done that way here are phrases 
repeated thoughtlessly. The school culture, with its inordinate emphasis 
upon regimentation and standardization, reinforces this strand of the 
larger culture. Report cards are sent home periodically with comments 


from well-intentioned teachers: *Gertrude is not adjusting as well as she 
should. She seems content to work by herself." In too many classrooms 
pupils are treated as automatons—working from the same workbook, read- 
ing from the same readers, taught from manuals prepared in one central 
office for teachers all over the country, and given the same time to pro- 
duce the designated assignment which is the same for all. 

One small detail of conformity is in compulsively honoring the clock. 
We are painfully "time aware." Do we have so much more of importance 
to do than does the Oriental, or than peoples of many other cultures who 
use time as they want to rather than being used by time? “I haven't time,” 


When I get time," "I must go now—I have an appointment at 4:00 and 
another at 4:30," are refrains that all of us sing. 


Impersonality 

As our country has become more and more urban, we have embraced 
structures in our organized living that allow a minimum of interpersonal 
relations and these are frequently on a superficial level. Families may live 
side by side in an apartment building and have no more communication 
than an occasional pleasantry about the weather. The structures that 
characterize modern American cities are designed to keep communication 
from flowing. The problem of impersonality is accentuated by the high 
degree of mobility in our culture. Industry, education, and communica- 


12 Erich Fromm, The Sane Society (New York: Rinehart and Company, Inc., 
1955), pp. 153-154. 


115 


CULTURAL ORIGINS OF THE INDIVIDUAL 


tion tend to get more and more centralized. The problem is well stated by 
Mumford: 


The verv extension of the range of community in our time, through 
national and worldwide organizations, only increases the need for building 
up, as never before, the intimate cells, the basic tissue, of social life: the 
family and the home, the neighborhood and the city, the work-group and 
the factory. Our present civilization lacks the capacity for self-direction 
because it has committed itself to mass organizations and has built its 
structures from the top down, on the principle of dictatorships and ab- 
solutisms, rather than from the bottom up: it is efficient in giving orders 
and compelling obedience and providing one-way communication: but it 
is in the main still inept in everything that involves reciprocity, mutual aid, 


two-way communication, give-and-take. 9 


Education, too, is an impersonal affair for thousands of pupils. Today 


over half of the country's children go to urban schools. These tend to be 


large, factory-like structures controlled from a central office with the aid 


of an intercommunication system. The principal's eyes may be in a 
teacher's room without the teacher's being aware of it. Privacy and a sense 
of intimacy with one's pupils is difficult to achieve under such conditions. 
In large schools individual children do not come to be known as people 
by the school staff. The youngster is fortunate if his homeroom teacher 
knows him as a person. Many secondary-school pupils go through school 
Without becoming known to à single individual on the school staff. 

The impersonality of the school encourages practices that emanate 


from a lack of trust. Individual conferences are hit-and-miss affairs. Some 


Schools forbid a male teacher to be alone in a classroom with an adolescent 


girl. Recently, one large city school system issued an edict a few weeks 
before the close of school forbidding any teacher to inform pupils or their 
parents if the pupil had to repeat a grade. The intent was to avoid con- 
ferring with parents. These examples give some indication of the extreme 
antisocial conditions that sometimes come about when people do not 


have an opportunity to know one another well enough to develop trust 


in and mutual respect for each other. 


Pupils in large schools have little opportunity to develop their unique 


capacities. In a school of 2000, only a few can have the opportunity to sing 


in the glee club, to play in the band, to work on the newspaper, to be a 


— 


18 Lewis Mumford, The Conduct of Life 
pany, 1951), p. 276. 


(New York: Harcourt, Brace and Com- 
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member of the student council, to belong to the debating team, or.. 
And who can get to know the principal well in a school that size? 


LARGE SCHOOL "3i = 
2,000 STUDENTS 


SMALL SCHOOL 1 
500 STUDENTS 

o 

20% 


t 
| 
| 
| 


o 
PERCENTAGE or 
STUDENT BODY 


PARTICIPATING IN 
STUDENT ACTIVITIES 


o 
1 Represents 100 students 


Students in a large school have fewe 


r opportunities for participat- 
ing in extra-curricular activities tha 


n students in a small school. 


Ambivalence about Women’s Roles 


of women's roles. Women tod. 
n save in a few matriarchal socie 
against in many realms. Ask any fem 
f you about woman's position in the 
for yourself the ratio between women teachers 
Not only are they at a disadvantage 
homes have become less satisfying to them. Modern gadgets have made 
housework so simple and undemanding as to be 
the woman today who does her own baking, 
preserving of foods. The centr 
and father away from home from early morning to late e 
longer does the wife look forward to her husband's d 
with a bit of gossip and a word of praise 
meal. 


Our culture is unsure 
they have ever bee 
discriminated 
can brie 


ay are freer than 
ties. Yet they are 
ale professor and she 
academic world, or observe 
and women principals. 
in the economic world, but their 


non-satisfying. Rare is 
her own sewing, or her own 
alization of business has taken the husband 
vening. No 
ashing in for lunch 
for the tastiness of the noon 


Today most young women plan to work until the 


Y get married. Many 
undertake a kind of work that can be 


left during the child-bearing years 


and resumed later. This is one reason for many young women entering th 
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teaching profession, and accounts in part for the large drop-outs. The kind 
of adjustment required in keeping a home and working outside the home 
has its attendant pressures. A husband's dignity may be hurt because his 
wife works outside the home. Family relationships disintegrate as husband 
and wife express conflicting views about the wife's working and tena- 
ciously maintain them. A first-generation American, whose original culture 
disapproves women working outside the home, faces a special problem. 
When a wife secures money of her own, she is no longer willing to accept 
the second-class citizenship her former culture imposed upon her. The 
Situation may become impossible if a wife carns more than her husband. 
Mothers who have been reared in the “genteel” tradition may press a 
daughter to go to school “to be finished” rather than to equip herself for 
à vocation. If a daughter expresses her interest in a vocation that is looked 


upon as a man's job, the pressure becomes more intense. 

The girl child is acculturated to being docile, sweet, gracious. She 
may find herself uncomfortable and inadequate in a highly competitive 
situation. The same kind of discord that occurs between wife and husband 
takes place between girl children and those families coming from cultures 
that have more rigid attitudes toward women. Girls are expected to excel 
in aesthetic pursuits, to abhor mathematics and science, and our schools 
Succeed in perpetuating these cultural imprints. 

These dominant themes of our culture—the importance of success, the 
need to conform, the impersonality of living, and ambivalence about 
Women’s roles—are reflected in school culture. These themes encourage 
certain qualities of personality: the urge to be “better than” at the expense 
of others, overconcern for what others think, lack of knowledge of self, 
herd-mindedness, and a sense of aloneness. Rollo May eloquently ex- 
Presses our feeling toward aloneness: “The fear of being alone derives 
much of its terror from our anxiety lest we lose our awareness of our- 


selves.” 14 
Some aspects of each particular 
Cultural Roadblocks culture exercise restraining influ- 
to Full Development ences on human development. Just 


as the excessive teasing in Bali de- 
velops a placidity that finds expres- 


sion in the beautifully controlled Balinese dance, so do the dominant 


Kollo May, Man's Search for Himself (New York: W. W. Norton and Com- 


pany, Inc., 1953), p. 32. 
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themes of our culture tend to produce people who have certain values, 
who accept without question the ways of their culture. One major differ- 
ence between the Bali culture and ours is that ours is a diverse culture. 
Groups of people have different values, different ways, and have an op- 
portunity to maintain their differences. The diversity of our culture is not 
an unmixed blessing, however, for 


it produces problems for many 
individuals. 


We may find ourselves in situations in which our Ways are not ac- 
cepted or in which we do not understand what is expected of us. Then 
confusion, distortion, displacement, or submission may 


occur. In this sec- 
tion we examine some of the situ 


ations in which cultural roadblocks to 
full development occur frequently enough to prese 
the culture as a whole as we 
add parenthetically th 
hamper the full de 


nt serious problems to 
ll as to the individuals involved. We might 
at no culture can afford to sanction conditions that 
velopment of individuals within it. 


Rejection of the Individual 

The human Spirit has little toleration for rejection. Studies made with 
newborn infants indicate that a newborn baby seems to sense whether or 
not he is welcome to his mother. Rejection may result in illness, apathy, 
anxiety, or hostility. Cultures that treat children as welcome and wanted 
human beings rear quite different personalities from those which subject 
the children to frustration and denial. We recommend the many studies 
by Mead is as documentation of this basic tenet. i 

Among the most important tasks of education 
eliminating from school procedures their m 
grouping, honors societies, special privileges for special merit, marking, 
reports to parents—each must be examined to see how implicit and ex- 
plicit rejection harms the individual. 


is identifying and 
any rejective practices, Ability 


Rejection of One's Group 
Another important cultural difference, felt by individuals, is the degree 
of acceptance one's group has within the culture. Numerous subcultures 
make up what is known as the American culture. In New York City, for 
instance, many nationality groups have subcultures of their own. Individ- 
uals of a given subculture tend to cluster together 
their own distinctiveness. While it is commonly reco 


and thus keep alive 
gnized that the child 


Margaret Mead and Martha Wolfenstein, Childhoo 


d in Contemporary Cultures 
(Chicago: The University of Chicago Press, 1955). 


must be accepted by the per- 
sons with whom he is intimately 
associated, scant attention is 
given to the equally basic need 
that his family, his immediate 
culture, be accepted by the 
larger culture in which they 
live. This is the basic evil of the 
segregation of minority groups. 
. As efforts are being made to 
integrate the schools of Amer- 
ica, several testing projects have 
been carried on to measure the 
academic achievement of Negro 
and white pupils in a given community. The authors have had the oppor- 
tunity to examine many of these results. At the first-grade level, the Negro 
children come up to norms as well as the white children. They continue 
to hold their own until the later part of the third or fourth grade, at which 
time they drop sharply and continue to lose ground from then on. This 
is the age when children begin to grasp the fact that they are rejected 
and their folks are rejected because of skin color. This same phenomenon 
occurs in both Northern and Southern school systems. 

We once heard a missionary, returned from the Belgian Congo, say 
that he had more success in teaching written and spoken English to the 
children of primitive people than he had teaching it to children of Latin- 
Americans in a junior high school in southwestern United States. He at- 
tributed the difference to the fact that the African natives had no sense 
of their parents’ being rejected, while the Latin-American natives lived 
Constantly in an atmosphere of rejection by the dominating, whiter com- 
munity, Test results in our schools attest the lower functioning of the 
children of day-laborers and servants in communities everywhere. This 
d as a function of biological inheritance; it is much 
a feeling of rejection and of cultural deprivation. 


has been rationalize 
more likely a function of 


Rejection of One's Class 


1 rejection is that of certain social 
described in the works of Allison 
119 


Probably the most damaging cultura 
classes. This phenomenon is eloquently 
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Davis.“ Having used slaves so long for arduous toil and finding it neces: 
sary to excuse the practice to God and to conscience by declaring the slave 
to be an inferior being, man continues to look down upon persons en- 
gaged in hard, unpleasant work, however valuable their labor may be. In 
building a new country, America has needed the best talents of all its 
people and thus has avoided rigid class consciousness for all but highly 
identifiable laborers—its Negroes. We have a long wav to go, however, in 
building bridges of solid respect and acceptance between the various 
social classes. The publie school could be a dynamic institution in this 
process. Nearly all studies show the reverse to be the case—the public 
schools tend to support and solidify the existing class structure of the 
community.!“ 

The large majority of school teachers tend to come from the middle 
class. Most school-board members usually come from the more conserva- 


E Allison Davis, Social-Class Influences Upon Learning (Cambridge: Harvard 
University Press, 1948, The Inglis Lecture ). : 


A. Hollingshead, Elmtown's Youth (New York: John Wiley and Sons, 1949). 


121 


CULTURAL ORIGINS OF THE INDIVIDUAL 


tive elements of this social class. The school develops a subculture that 
represents those who make its policies and who are employed by the 
school. In most schools this subculture is non-representative of the total 
community. Yet this culture is superimposed upon all the pupils who are 
predominantly (taking the country as a whole) lower class. The imposi- 
any anxieties and discontinuities among 
assimilated the values of their own 


tion of this new culture creates m 
children who have only partially 
culture and who are unfamiliar with the values of the new one. 

In growing up in the lower class, a child learns particular ways of 
satisfying his needs that are different from the ways of middle-class chil- 
dren. Fighting is acceptable behavior, indeed it is required; grabbing 
food from the table and eating on the run is habitual; language is graphic 
freely expressed. When the child comes to school, 


and direct; emotions are 
all frowned upon, indeed prohibited. He 


he discovers these behaviors are 
recognizes that he is being pressed to reject, give up. these ways, but in 
so doing he feels he is rejecting his family. Taba capsulizes the problem 


facing the schools: 


... Can schools institutionalize cultural variations in procedures of curricu- 
lum making, of learning and teaching so as to allow all students to use 
their previous learnings, to reduce anxieties for those who undergo a sharp 
cultural transition from home to school, and to enhance learning oppor- 
tunities for all? !“ 


The schools’ cultural bias in favor of middle-class pupils is demon- 


strated by the use of rewards and punishments. Pupils from the lower- 
class receive a dispr 
much less frequently t 
pupils’ dropping out of school cause 
ass pupils leaving before graduation.*" The question 
d with the behavior exhibited by lower-class chil- 
the child, the teacher often unintentionally 
his fighting, his expressions of anger are 


oportionate amount of punishment and are rewarded 
™ Lower-class 


han pupils from the middle cla 
s much less concern than does the 


middle or upper-cl 
of morals gets entwine 
dren. In trying to “correct” 
teaches him that his language 
bad. 


— 


'* Hilda Taba, "Educationa á - nn 
sonality," Educational Leadership, December 1957, p. - a 

ini Leni A odis and Senia Abrahamson, Student Status and Social Class 
(Bronxville, New York: Modern Education Service, 1951, pamphlet). . 

James S. Davie "Social Class Factors and School Attendance," The Harcard 
Educational Review, Summer 1953, Vol. 23. No. 3, p. 179. 


] Implications in the Concepts of Culture and Per- 
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Comparisons 


Recently we heard a person of consider- 
able consequence insist that the need to look 
down upon some other humans seems to be a 
part of human nature. We can find no evidence 
of this in nature, apart from creature puppy- 
like physical rivalry. The tendency to judge by 
comparison, however, is now a powerful force 
in Western culture. 

Our children are plagued by the persist- 
ence of Plato's notion that God maintains 
everything in perfection in Heaven. There is 
the perfect person, the perfect lamp, the per- 
fect television set, the perfect space-ship. If we 
accept this theory, we may logically assume 
that two individuals who are unlike differ in 
degree of perfection and thus in worthiness. 
Our language with young people is replete 
with “Which did you like best?" “You are the 
finest boy a mother ever had." "Why can't you 
write as well as Josephine?" Our tests evalu- 
ate children by comparing their output with 
that of other children. Often prizes are offered 
to the "best citizen," thwarting our struggle to 
make good citizens of all our children. The 
reader can probably call to mind many situa- 
tions in which children are invited to gain 
satisfaction from looking down upon and be- 
littling other people. Once this source of gratifi- 
cation is learned, it follows that all too many 
people gain satisfaction from belittling. This 
is displayed in envy. We like the way Frank 
Lloyd Wright says it: 


...Odious comparisons dog the footsteps of 
all creation wherever the poetic principle is 
involved because the inferior mind learns only 
by comparisons; comparisons, usually equiv- 
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ocal, made by selfish interests each of the other. But the superior mind 
learns by analyses: the study of Nature.** 


. Envy is a potent motive, but it has to be taught. Advertising proclaims 
“You can be ‘belle of the ball, ‘stag of the herd,’ the envy of the many,” 
if only you will buy and use this toothpaste, that shaving lotion, our set 
of books, Being envied is surely among the most shaky and soluble founda- 


tions for healthy happiness. 


We have been emphasizing the 


Teacher's à > 
"^ importance of the teacher's under- 

sci standing of and respect for the 
Cultural Differences individual's cultural background. 


Teachers tend to come from a 
rather particular culture. A goodly 
another culture. Teachers are very 
and the cultivation of 
ir people, these are 


number of their pupils come from 
much concerned about the use of “bad language,” 
Proper language usage. To a considerable portion of ou 
"nud scant importance. When see says, "We ain't got nothin,” 
aoned “ae him quite well, but insist = him that his language is in- 
e "à urge that teachers be exceedingly wary about discrediting 
"s i s folks by insisting to their pupils that their language and their 

Sys are unacceptable. Recently, we heard a teacher say to a group of 
children, most of whom were from Puerto Rico, “Do you want to be 
Immigrants all your lives? Do you want to be like your mothers and 
fathers?" We have a hunch that the surest way for this teacher or any 
other to effect changes in her pupils is to make them like her so well that 


they wish to be like her. 


1 The teacher must stri 
earner of lessons. He comes to the teacher as a product of all that he has 


Previously experienced. Has he known grownups as friendly, helpful 
People, or as demanding, unjust people? Each individual has his own 
Particular conception of teachers which he has derived from his special 
culture. Some cultures demand that the teacher be revered. In many sub- 
cultures that we have experienced, the culture says the teacher must be 
Set apart, left alone. Some youngsters have learned that fun and pleasure 
can be gained only by defying or deceiving grownups. A few years ago, 
— — 


21 Frank Lloyd Wright, A Testament (N 


ve to see a pupil as a whole, not merely as a 


ew York: Horizon Press, 1957), p. 15. 
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one of our students reported shortly before Christmas that she heard that 
ominous silence which mothers of three-year-olds dread. She called to 
her little boy, “Johnny, what are you doing?" He replied, “I'm not doing 
anything. How can I do anything with you and Jesus and Santa Claus 
watching me all the time?” This young mother vowed to change her ways 
with the child. It is likely that considerable time and contrivance were 
required for his teacher to gain Johnny’s confidence and become a posi- 
tive addition to his culture. 


Developing Rich School Culture 

An important purpose of the school today is to make sure that every 
child spends a good part of his time in a culture suitable for children. In 
this school culture much time should be spent in continuously evaluating 
the dominant values, ways, and skills of the larger culture. Accepting this 
role, the school seeks to make the grounds, buildings, and classrooms 
suitable places for young people and manageable by them. We deem it 
particularly important that pupils are able to play a significant part in 
arranging and maintaining their physical environment. The school furni- 
ture should be such that a variety of child needs can be satisfied by its 
use. For many pupils, the “physical culture" of a school consists of the 
backs of other children and whatever face the teacher presents. Pupils 
should be able to turn the lights off and on, to do something about ar- 
ranging ventilation and heat, to clean up their own messes. 

In their room should be the important cultural tools and gadgets: 
materials for writing and duplicating, basic art materials, maps and globes 
comprehensible to them. As older people, we rather lament the disappear- 
ance of the clock which needed to be wound and set. If we would grow 
scientists and mathematicians, children and young people must have in 
their everyday surroundings magnets, batteries, magnifying glasses, binoc- 
ulars, an abundant variety of useful "junk," meaningful books, and appro- 
priate magazines and bulletins. If we would grow people who love music. 
the day by day living space of the pupils must include simple instruments 
upon which they can make melodies and rhythms, and appropriate records 
fora phonograph which they can run themselves. 


Relating School Culture to Larger Culture 


It seems to us that the school often promotes an excessive degree of 


cultural isolation from modern life. Children and youth go through school 
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"ei people of their own age. Even within schoolrooms, pupils often are 
d ivided into groups of similar ability, knowledge, and skill. The individ- 
ual's assimilation of his culture results from interactions with persons dif- 
ferent from himself. We need to examine practices of special classes for 
children of like handicaps. Should blind children live in a sightless culture, 
or borrow the eyes of others? Does a child who reads haltingly need to 
be with some others who read well? il 

length that every immature human 


We have been saving at some 
The adult response to a child chal- 


ing needs grownups in his life. 
5 and shapes his growth. Modem life has decreased the opportunity 
: young people to know grownups in non-status roles. In a simple rural 
3 young people know the storekeeper, the blacksmith, the janitor, 
the doctor—each as a person. We have a notion that it is important for the 
school to involve more adults without professional status in the lives of 
pupils. 
for ritis be easier to relate the school culture 
the v vas more stabilitv mn the larger culture. Today we cannot assure 
young learner that he will have the kind of culture that he grew up 
sk of the school difficult. The 
cople who test high on a "test 
oncerned about 


to the larger culture, 


in or th; 2. : 
Bali that he is in now. This makes the ta 

alinese e 
d mese culture can produce a group of p 
evise d M" Y oA i 
ed for schizophrenics in the West,” without being c 


the pr 
problem of schizophrenia. Balinese culture can tolerate 
ure is so unified and stable that it 


a large amount 


of schi; ài 
chizophrenia because the whole cult 
of the schizophrenic personalities that 


ha S 
s 
as found useful ways to take care 
ure is fragmented; it is highly 


a by the culture.** Our cult 
ehas, » ent about many valges; it is rapidly changing and is likely to 
Ming moge rapidly during the next twenty years. Teachers must spend 
the ag time thinking intelligently about the problems created by 


Eliminating Roadblocks to Development 


seem to hinder, divert, even stop the full 


Some aspects of culture 
We referred earlier to the extreme effects 


deve 
evelopment of young people. 
Id's affectional pattern. The loss of the mother 


of dis . 
f disturbing the young chi 
le of such disturbance. Often a child comes to 


is the 
the most eloquent examp 


e 


Kenneth Soddy, ed., Mental Health and Infant Development (New York: Basic 


Beate 
Books, Ine., 1956), pp. 174-179. 
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school, having known only love and acceptance, and suddenly encounters 
marked efforts to change him, to restrict him, to set him apart. With some 
children, marked shock results from moving from the zestful acceptance 
of kindergarten to the prescribed lessons of first grade. This is not to sug- 
gest that the ways of the kindergarten be changed. A New Zealand teacher 
remarked sadly, “You Americans seem to believe that the creative things— 
games, puzzles, easels, paints, clay, and the like—are needed only until 
a child is six.” 

Tt is rather common today in the lives of pre-school children that 
mother plays the role of sole interferer with childish ways. Father works 
away from home. Neighbors seldom correct or restrain child behavior 
unless it is most extravagant. The fact that mother is the chief discipli- 
narian may present a rather severe emotional problem to the child. A 
good deal of discussion and professional concern must be directed toward 
broadening the concern that neighbors have for children of the neighbor- 
hood. We doubt if a family alone can rear children in the most promising 
circumstances for growth. We need a return to neighborhood concern for 
the well-being of children. 

A powerful restraint upon wholesome development is the undermin- 
ing of a child's self-respect. Every human must think well of himself. 
Concepts that are built by the words “naughty,” “good,” "bad" have no 
place in the mind, conscious or subconscious, of the teacher. Too often 
adults describe as “good” the child who is not childlike, and as “naughty” 
the child who is being quite normal, but in a pl 


ace or circumstance not 
meant for children.?? In a subsequent ch 


apter we shall discuss in detail 
ways in which the teacher can learn more about the cultural background 
of children. Simple, factual data of the kind usually found in school 
records is important. The number of children at home, the kind of work 
the father does, whether or not the mother is employed outside the home, 
who the other adults who live in the home are, the intactness of the 


family—these may be important, but none has any meaning in itself. For 


example, we commonly believe that children from broken homes are at 


a serious disadvantage, but we cannot know the effect of this circumstance 
upon a child unless we know the child. 

We learn much about the effects of the circumstances of living on 
children and youth if we provide them with sufficient freedom so that 


* Karen Horney, "The Tyranny of the Should," Neurosis and Human Growth 
(New York: W. W. Norton and Company, Inc., 1950), pp. 64-85. 
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they are able to reveal themselves to us. Among young children, we learn 
much by listening to their conversations; by watching them play, noting 
the roles they assume when playing house or school or church; by noting 
them in their creative moments, as they paint, write, dance, and work 
with clay. Older pupils reveal themselves, too, if they are free to express 
themselves without anticipation of correction or judging. Teachers can 
sork that is turned in merely for a mark. 


learn very little from pupils' Ww 
as people, rather than merely as 


It is most important to know parents 
mothers and fathers of certain specific pupils. Schools are rapidly learning 
to hold informal get-togethers at which teachers can get to know parents, 
rather than merely confer with them about the behavior of their children. 

In earlier times when the school and the teacher had specific lessons 
to teach, when the pupil gained and prospered at school solely in terms of 
the degree to which he learned these lessons, it was relatively unimportant 
that the teacher sense and appreciate each child’s own peculiar culture. 
Today, when education is compulsory and we have become aware of the 
complexity of growing people, and have matured morally so that we want 
to make life good for every child, the teacher cannot teach effectively 
without an understanding and appreciation and acceptance of the child as 
he is, The teacher must expect every child to function upon the growing 
edges of his own life, in those areas of concern that are then alive for 
him, Really, the child can function in no other way. The teacher seeks 
to provide challenges, opportunities, and some necessities for a child's 
Positive action and reaction in his group. 

Among all creatures, the basic reactions are acceptance and rejection, 
attraction and repulsion. Every creature tries to maintain his own integ- 
rity, to defend himself from attack. When the child responds negatively to 
à situation, be it a great storm or a great poem, the experience is negative 
in his cultural development. Today's teacher seeks to provide circum- 
stances and situations which call forth positive growth in effective, happy 
living, The child learns his experience. Experience derives its quality from 
feeling. Only the teacher who senses a child's feelings about a situation 


knows what the child is learning. 


Suggestions for Further Exploration 


— Take a walk home with the person whom you have chosen to study. Listen 
carefully to his talk and see if you can discern his culture as he sees it. Try to 
Let invited into his home so you can learn something of the family culture. 
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Jot down vour observations and add to them 
dividual. Exchange vour observations with one 
findings together. 


as vou learn more about this in- 
of vour clas: 


nates. Discuss vour 


> [f you are working with a group of young 


people, try to find out the road- 
blocks imposed by their culture to the 


ir full development. 

> Follow one youngster through a day of school and jot down all the com- 
D e eo P, ] 

parisons that vou hear, either from adults or other youngsters. Ask yourself 

what vou think about the use of these comparisons. 


> Do the same thing, only 


subtle ones. See, if you can 
analyze why, 


this time listen for rejections. Try to catch some 


> if there are rejections of any one group. Try to 


> Do you know well a member of 
community? If not, try to begin gettir 
are interested from this group. 
the ways in which his culture h 
family, 


a group that is often rejected by your 
1g acquainted with someone in whom vou 
As your acquaintance develops, try to discern 
as affected his attitudes toward himself and his 


> Many excellent films are avail 


able depicting various 
of culture. We especi 


ally recommend the following: 
A Balinese Family (Character Formation in Different Cultures Se 
sound, New York University Film Libr: 

Shows the child-rea 


aspects and influences 


rics), 17 min., 


wing practices in a Balinese family. 
Bathing Babies in Three Cultures (Character Formation in Different Cultures 
Series), 9 min., sound, New York University Film Library. 
Shows mother-child relations at bathing time in New Guinea, Bali, and 
modern America. 


Family Life of the Navaho Indians, 31 min 


silent. New York University Film 
Library. 


This film shows the way in which the Navaho culture is inculeated upon the 
Indian child, even though the Navahos exist as a part of the American 
culture. 


Forgotten Village, 67 min., 


sound, Brandon Films. 
This film, set in a rem 


ote Mexican village, is of 
quality. John Steinbeck co-directed 
film, which is concerne 


unusually fine technical 
and Burgess Meredith narrates the 


d with the conflicts that arise in cultures in transition. 


Additional Sources You May Fi Helpful 


Ruth Benedict, Patterns of Culture. New York: Mentor Books, 1948. 

A classic written by an anthropologist of note. Especially good dis- 
cussion of the ways culture affects human det elopment and the need to 
appraise current cultural influences. 
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Allison Davis, Social-Class Influences Upon Learning. Cambridge: Harvard 
University Press, 19-48, Inglis Lecture. à 

This is a terse, simple description of the fundamental cultural differ- 
ences between middle- and lower-class families. Dr. Davis maintains that 
the school's curriculum and value system are not appropriate for children 


of the lower-class. 


Kenneth. Eells and others, Intelligence and Cultural Differences. Chicago: 
University of Chicago Press, 1951. 

A report of a comprehensive study that the University of Chicago under 
the leadership of Dr. Allison Davis has been sponsoring for a number of 
years on the relationship between intelligence. and cultural. differences. 
Some thought-provoking material on the bias of intelligence tests. 


Erich Fromm, The Sane Society. New York: Rinehart and Company, 1955. 
This book is an evaluation by a highly competent and human psychia- 
trist of the subtle effects of conflicting values within the culture. His pres- 
entation of the concept of "anonymous authority” and its restraining effect 
upon human freedom is especially valuable to those seeking to understand 
contemporary human behavior. 
lew York: Mentor Books, 1949. 
entor Books, 1953. 
New York: 


Margaret Mead, Coming of Age in Samoa. ? 
— ——, Growing up in New Guinea. New York: M 
— ——, Sex and Temperament in Three Primitive Societies. 
Mentor Books, 1950. 

! These three paperbacks contain m 
eminent. anthropologist, has contribute 
man. From the study of these cultures, the 
able to understand more fully those attributes that are 
and the complex ways in which culture shapes our personalities. 


uch of the research Margaret Mead, 
^d to our fund of knowledge about 
student of human behavior is 
common to all men 


Lewis Mumford, The Culture of Cities. New York: Harcourt, Brace and 
Company, 1938. 

This book recounts the development of cities as commercial enterprises 
to the quality of living of the people who dwell 


which gave scant thought 
ntly and sensitively describes the psychological 


in them. Mumford eloque 
effects of the city upon the individual. 


James S. Plant, Personality and the Cultural Pattern. New York: The Com- 


monwealth Fund, 1937. 

Dr. Plant was one of the wisest individuals of our generation working 
directly with children who were having trouble adapting to the cultural 
demands made of them. His wisdom and comprehensive experience is re- 


flected in this book. 


The Meaning 


ot Human 
Personality 


A father stands at the 
window of the hospital nursery gaz- 
ing at all the babies born in the 
hospital during the past few days. 
Which baby is his? What distin- 
guishes it from all the others? What 
kind of seven-year-old will he be- 
come? What kind of adult? Will he 
be a physical education teacher, a 
violinist, a businessman, or.... . ? 
What will be the joys and sorrows 
encountered as the child grows in 
this particular family? These are 
some of the questions that father 
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vaguely feels as he catches his first glimpse of his first-born. When he 
knows which baby is his, he realizes that in this small speck of humanity 
is the raw stuff from which personality comes. 

We have to look to the mother and father, and back at least another 
generation to the grandparents, to get any understanding of the forces 
that need to be “reckoned with” as we try to understand what produces 
u describes the infant at birth as a 


an individual's personality. Montag 
coming differenti- 


"culturally undifferentiated animal.” The process of be 
ated as a unique human being begins as the social process begins during 
birth. We say during birth rather than at birth because many psychologists 
believe that the birth process itself has lasting effects upon the infant. A 
long, difficult birth process may produce a trauma, it is claimed, that 
shapes the individual's perceptions of his world. 

s on the validity of the idea of birth trauma, 
f the child's physical organism, he is shaped 
egins to develop à 


While disagreement exist 
we do know that, regardless 0 
and molded by the culture in which he lives. He b 
personality as "soon as he is born. A precise definition of personality at 


this point would be somewhat meaningless. Let us just say that, when we 
talk about personality, we mean that which differentiates this human 
being from all others. One's personality consists of the ways in which he 
functions with other people. Personality is an "umbrella" word which we 
use to include interactions, doings, characteristic ways of behaving, man- 
ner, speech, likes, dislikes, temperament, and the manner in which all 
these items are put together to produce a self. Personality is what makes 
you, you, It is what you do with yourself rather than merely what happens 
to you, When we talk about personality, we must come to a clear under- 
standing of the term self. "Who am 1p 
Pursues all of us throughout life. 


is the unanswered question that 


Each of us is continuously de- 
Development veloping a self. The self is learned 
from others. While the qualities of 
one's self are shaped extensively in 
infancy and early childhood, most 


individuals retain enough plasticity so that the self continues to be shaped, 

E oic 5 

H 1M. F. Ashley Montagu, The Direction of Human Development. (New York: 
Arper and Brothers, 1955). 

5 ? This chapter contains some difficult concepts. I 
Pplementing from additional sources: 


of Concept of Self? 


t requires careful reading and 


132 


MEANING OF HUMAN PERSONALITY 


and to some degree, changed throughout life, Ch 
ing and changing are in the direction of 
set down during the first few years of li 
ences on the newborn infant as he 
self, of becoming a personality. 


ances are that the shap- 
and in harmony with the patterns 
fe. Let us then examine the influ- 
begins his life work of developing a 


Influence of the Body 
The child’s body sets certain limitations for self-development. He is a 
boy or she is a girl. Genetic factors. establish different. thresholds for 
responding. One child may respond more quickly and intently to motor 
stimuli while another’s sensory responses may be more acute, These dif- 
ferences are noted almost from birth. Some babies are far more active than 
others. Some sparkle, others glow. Some 


others tend to be wakeful. Some 
In Shirle 


sleep almost constantly, while 
seem much more irritable 
y's longitudinal study of tw. 

these infants had distinguishable 
sonality remained con 
children were studied 


than others. 
enty-five infants," she observed that 
Personalities from birth and that the per- 
sistent up to three years after birth. These same 
at sixteen years of age by Neilon ! and were found 
to have maintained a high degree of consistency in their personalities. 
At the moment of Conception, patterns and limit 
development are determined, What the individual is to do with his body 
within the confines of its limitations is determined by the vast variety of 
cultural influences he experiences and by his physical and psychic vitality. 
He comes to accept the fact that he is a short Person, or a poorly coordi- 
nated Person, or one inclined toward irritability, or a curly-haired person, 
or à person with a dark skin. How he feels about these characteristics and 
what he does about them are the significant factors in the development 
of the Personality. These feelings and doings about our unique character- 


istics develop associations; they come from the people with 


s 


ations of physical 


from our 
whom we interact, 


— 2 


3 M. M. Shirley, The First Two Years: A Study of Twenty-Five Babies, Vol. III. 
Personality Manifestations. Institute of C vild Welfare Monograph Series, No. 8 (Min- 
neapolis: University of Minnesota Press, 1933), pp. 72-73 576.577. 

P. Neilon, A Personality Follow-U 3 , 
thesis, University of Minne 


p of Shirley’s Twenty-Five Babies” (master’s 
sota, 1946). z 
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Influence of One's Family 


Let us retur ; a pikar arate , Oe EC . 
irs udi eaten dae 
: ) : s is perhaps the 

most important question we can ask as we trace the development of 
human personality. The child builds his images of himself from the pic- 
As he seeks food, warmth, and relief, 


tures of ^ 
ures of those with whom he grows. 
for 


de Pet the feel of love: and he learns to love those who care 
: e may learn the feel of neglect, of harshness, and feel the lack 
of love. He becomes then a lack-love baby. The Rene Spitz“ and other 
y the effects of lack of love upon infants. 

feel of the world into which he has been 
kinds of feelings that parents have 
ed to an infant. 


films * vividly portr: 

For nearly every infant the 
thrust comes from his parents. The 
about themselves and about cach other are communicat 
So we say that some school-age children reflect growing in a secure world. 
This means that as these children grow, they feel that they are loved and 
Wanted, that they have a place. They are secure. Lois Murphy reports: 
b in instances in which mothers expressed happiness and joy in having 
8 baby, and reported that the baby was more fun than they had imagined 
Possible, the preschool child was free and open in his emotional responses, 
able to express his problems in one way or another and to handle his 


tensions,” 7 


baby make up his emotional climate. 
a veneer of social acceptability. We 
a her profes- 


4 The parents’ feclings toward the 
heir true feelings may be masked by 
remember a model who resented the intrusion of a baby upor 
sion; E et accept: e i 
onal career. She used the verbal language of love and acceptance in 
Caring for her child, but the more powerful feeling-language quickly and 
ited to the child her conflict, rejection, and resent- 


"revocably communic: 
d child because his emotional en- 


me E : H TT 
ent of him, He grew into a confuse 


vire 2 

ment was ambivalent. 
Parents are often unaware of their deeper feelings. Many authorities 
baby and have effects upon 


be iev, ` 
lieve these feelings are communie 


ated to the 


; of Emotions (Film Studies of the Psycho- 
in Infancy Series). Each is a 30 min., silent 
Film Library. 

ll, Maternal Deprication in 
ersitv Film Library. 
rsonality in Young Children 


an; Rene A. Spitz, Grief and Gene 

li Research Project s Problem: 

> distributed by New York University 

30 mi Jenny Aubry and Genevieve Appell, A 

n sound, distributed by New York Univ 

Basic ae Barclay Murphy and Associates, Pe 
Books, Inc., 1956), Pp. Xvi. 


Young Children, 


(New York: 
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his personality. The parent's overt self may be solicitous and over-protec- 
tive; his covert self may be poorly-organized, frightened A 

Thus far we have talked about the baby’s body and about the parents 
feelings toward themselves, toward the baby, and toward each other as 


the determining factors in the growth of the baby’s personality. 


, and immature. 


Influence of Child-Rearing Practices 

The feelings that the parents have 

in the way they handle him. Debates 
have been long and heated but seld 
or unearthed conclusive evidence. 

thesis that children re 

sonalities th 


about their child make a difference 
about parental discipline of children 
om have they changed any opinions 
Most scientific studies support the 
ared in more permissive homes are healthier per- 
an those from homes which practice strict discipline, 

A recent study by Watson * analyzed a rigorously selected sample of 
children from "child-centered, permissive homes" with a comparable 
sample of children from strict homes on nine dimensions of personality: 


Overt Behavior 


Independence—Dependence 
Socialization—Ego-centrism 
Persistence-Easy discouragement 
Self-control—Disintegration 
Energy—Passivity 
Creativity—Stereotyping 


Inner Feelings 
Friendliness—Hostility 
Security—Anxiety 
Happiness—Sadness 
The children from 


permissive homes were signific: 
on four of these nine 


dimensions (indepe 
ness, and creativity). On three of the dim 
and happiness) 


antly more healthy 
ndence, socialization, friendli- 
ensions (self-control, security, 
no differences were discerned between the two groups of 
children. On the dimension of energy, the psychological testing revealed 
no differences, but teachers rated those from strict homes as being more 

£ Goodwin Watson, “Some Personality Differences in Children Related to Strict 
or Permissive Parental Discipline,” The Journal of Psychology, 44, 1957, pp. 227-249. 
This study was made in 1956 in Westchester County, New York. The sample included 
78 children. 
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. — persistence, teachers rated no differences but psychological 
: ing revealed that the children from strict homes fell into one of two 
Soma eee wp persistent or easily discouraged. Children 
; permissive homes maintained a better quality of intellectual activity 

in the face of frustration. 
" Chess is now in the midst of a longitudinal study of eighty-five chil- 
ren to determine if reaction patterns observed in very young babies 
ne — throughout childhood and adolescence and if individual re- 
"Our — are intrinsic or experientially determined. She states: 
een e, finding has been that the response of the child to the pa- 
ie Se proach in vatos areas and at different ages has been determined, 
y by the attitude and behavior of the parent, but also by its own 
Specific reaction pattern." o In her discussion of the study, she indicates 
her hunch is that reaction patterns are but slightly related to child-rearing 
practices. Her study has not extended long enough to draw definite con- 
3 from it. This is another study, it seems to us, that illustrates the 
"inim y in attributing behavior to a single cause. It is our belief that 
ay one uses his individual reaction patterns is markedly affected by 


child-rearing practices. 


Personality Allport extends our thinking 
pessum about the structuring of personal- 
ity by proposing the concept that 

“the most comprehensive units in 
personality are broad intentional 
binder dispositions, future-pointed. These 
tis Pa. are unique for each person, and tend to attracts guide, 
Te he more elementary units to accord with the major intentions 
Priman ves.” 1° He defines intentional characteristics as "the individual's 
"aed mode of addressing himself to the future. As such they select 
i, guide inhibitions and choices and have much to do with the 
Process of becoming. This quality of *future-pointing" leads one to the 
Concept that the personality is always becoming. The self is never finished. 


— 


Dispositions 


“Characteristics of the Individual Child's 


Be Stella Chess and Alexander Thomas, 
navioral Responses to the Environment" (mimeographed statement, 1958). 
p go Cordon W. Allport, Becoming (New Haven: Yale University Press, 1955). 


11 Ibid., p. 89. 
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"Personality is not what one has, but rather the projected outcome of his 


growth." '* As a growing, becoming structure, one's self has edv 
cause it is unfinished. It is moving, pushing, forming, and reforming. ius 
intentional dispositions of personality act as a compass to set the 3 
tions in which the self is continuously shaping itself; they help to keep 
the individual on his own course. 


Self-Realization a Basic Motive 

Many psychologists agree that the basic à 
tenance of one's self. This is called self-realization by some, . 
tion by others, self-consistency by still others. The human organism wil 
not violate its own integrity. The dominating purpose of all life seems to 
be the fulfillment of one's self. Why does Hillary's '* self find it necessary 
to engage in dangerous exploration while Salk’s :: self seeks the quiet 
intensity of the laboratory? This book will not answer that question, but it 
is one worthy of your contemplation, 


motive in life is the main- 


Others’ Perceptions of Us a Factor 

Man is the only creature who can t 
attitude toward himself, This 
relationships. As a h. 


alk to himself or who can have i 
attitude is a composite of his interpersona 
aby grows, he sees himself 
verse. All within his grasp is his. He reaches out 
Mine!" Mother speaks to him 
"Bad boy! Aren't you ashamed of yourself?" and the baby's perceptions of 
what others see in him are in the process of forming. Let's sec how this 
works. 


E i- 

as the center of his un 
and grabs a toy. Mine: 
: strument 

as she snatches away a sharp instrument, 


A child who has had polio, for example, 


and who has learned by the 
subtle nudges of his culture that he c. 


an't do things other children can do, 
finds it difficult to accept himself as an equal participant in life. He may 
hesitate to take part in the many gang activities of growing boys, to let 
himself get interested in girls, to engage in sports, to drive a car. In con- 
trast to this Marcia, who has no nerves in the bottom of her feet, is learn- 
ing to ice skate. When her aunt inquired how she 


1? Ibid., p. 90. 

ir Edmund Hillary, English mountain climber, who w: 
the highest peak of The Himalaya, Mt. Everest. 

1 Jonas Salk, scientist who dev eloped v 


; she 
was getting along, $ 


as the first man to scale 


accine for poliomyelitis, 


replied, "When I have someone on either side of 
me, I can skate as well as anybody.” 

Jun grew up in a home in which things were 
more important than people. As a toddler, he was 
often punished for intruding upon the place that 
Was granted to things in his parents value scheme. 
He had his hands slapped for breaking a bit of 
rine chinaware; he was always dressed in “good” 
M and scolded if he got them soiled or torn. 
€ was told repeatedly not to get dirty, not to 
ouch, to be a good boy, to make his mother 
e of him. So he would not "mess up" the 
louse he was kept in a playpen until he was three. 
You fill in the rest of the details. The pictures 
that Jim was developing of himself during this 
5 were unconsciously, and at times consciously: 
185 1 e I don't count. I'm a bad boy; 
s EM Ww way. Clothes, rugs, toy: and pictures 
tos € 5 than what 1 want to do. 
red 2 person has firmly established and organ- 

O a structure these perceptions of himself, 
ater perceptions that experience 


they «s 
h 7 serve as a screen to block out 1 
rings to him. 


Our concepts of our “sel 
n : ee SE LEE 
Ow their sources. We never see our real" self. We know how others 


See us " 
us only through clues they give us, the ways they behave toward us, 
ve get a partsome and distorted 


ves" are frequently vague, and we seldom 


an 
ng the ways they accept us. At best v 
Picture, 


Mesclon As a child matures and learns, 

he perceives that he is apart from 
the rest of his world, that those 
“others” out there have pictures of 
him which are communicated to 
him through feelings. He also learns 
If he cries, mother runs. 
are established which give the child's world 
No two of us see the world 
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of Ones Perceptions 


of Others 


that i 8 
his feelings have an effect upon the “others. 


In thi 
his pr 5 
à uni 5 process, associations 
nique j . j 
quely peculiar flavor that is all his own. 
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outside ourselves in the same way. This aloneness of the individual is a 


major theme of literature both today and in the past. Man’s journey 


through life is always to some degree a lonely journey, and it is always 
a search for fuller realization of social relations 


hips. If one is blocked in 
realizing himself, distortions and mal 


adjustments occur. Adler says: 
It is always the want of so 


cial feeling, whatever be the name one gives it 
—living in fellowship, co 


"operation, humanity, or even the ideal-ego—which 
causes an insufficient preparation for all the problems of life. In the presence 
of a problem this imperfect preparation gives rise to the thousandfold forms 
that express physical and mental inferiority and insecurity.!* 


The Phenomenal Self 


ation and interpretation of perceptions is 
identifying with the perceptions of others and incorporating them within 
one's own self. To illustrate, a belittling remark about an individual's 
family becomes an insult to him, His family is a part of him and is, there- 
fore, a part of his self-concept. Syngg and Combs call this the “phe- 
nomenal self” and describe it as including “all those parts of the phenom- 
enal field which the individual experiences as part or characteristic of 
himself.” 1° The phenomenal self includes—in addition to all the vital 
perceptions that the individual identifies as himself, the self-concept—all 
the perceptions the individual holds about himself regardless of their 
importance or clarity to him, We may see ourselves as responding to the 
cause of the underdog. This is a part of the phenomenal self. We may see 
ourselves as finicky about our food. This also is a part of the phenomenal 
self. Each one of us has a host of perceptions about himself that, whe? 
à whole), become his phenomenal self. 

The phenomenal self develops through the process of growing UP 
with other human beings who influence our behavior. The phenomenal 
self is particularly Powerful in those areas of behavior that have signifi- 


cance for the individual, The phenomenal self is relatively stable. It has 
an inner consistency which reflects the 

changes and develops as the individual 
be in directions harmonious with the o 


13 Alfred Adler, Social Inte 
Putnam's Sons, 1938), p. 110. i 

Donald Snygg and A. W, Combs, Individual B ehavior (Ne : Harper anc 
Brothers, 1949), p. 53. en Sehacior (New York: Harp 


A further step in the form 


values of one's private world. It 
grows, but the changes tend to 


Tganization and structure of the 


rest: A Challenge to Mankind (New York: G. P. 
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self. Unless an abrupt and powerful happening intervenes, changes in the 
self are generally the emergence of latent or nascent qualities. While it 
sometimes appears to adults that some adolescents create different selves 
as they grow into maturity, chances are that the process is one of releasing 
the latent qualities which have been hidden or unnoticed prior to ado- 
lescence, Changes caused by nascent qualities are ones that could be 
predicted if we understood enough about psychosomatic functioning. 


Cultural Components 


Many of our perceptions are culturally oriented. We shall give just 


a few examples. The Japanese culture places great value on cleanliness 
and precision, Their pictures of self are reflected in the art, drama, and 


dance of Japan as well as in the self-concepts of the Japanese people. 


After studying forty-seven cultures, Whiting and Child found that no cul- 


ture studied was less permissive with children than that of the American 
middle-class family. What effect this lack of permissiveness has upon 
SORES hostility and anxiety is a matter for serious study. The importance 
of time and success are two themes of the American culture that affect 
Pos self-concepts. These and other dominant themes in our culture are 
discussed in Chapter 5. 
; The manner in which cultural pressures harmonize or conflict with the 
inner growth pattern of individuals is an aspect of personality development 
that needs further study. Many cultures give a child until puberty to 
establish self-concepts without much curtailment of freedom.“ By placing 


8 : rice C 
© much emphasis upon time and upon earliness the American culture 


may be damaging the personality by arresting the inner growth pattern. 

In growing, human beings seem to go through cycles of rapid growth, 
followed by periods of leveling off when learnings tend to become or- 
Sanized and consolidated. If the culture places unusual stress upon the 
Individual at the time his growth is consuming most of his energy, we get 
9ut-of-focus behavior. The pre-adolescent period is an example of this 
disharmony. At the very time when the individual must meet a host of 
growth problems, our culture frequently says to him, "We perci 
CERE big school where no one really knows you, and ask you to decide 


H UD OW. M. Whiting and I. L. Child, Child Training and Personality. (New 
Haven; Yale University Press, 1953). 

Y am Kenneth $936). Later t and Infant Development, Vol. I (New 
ork: Basic Books, Inc., 1956). 


140 


A T Y 
EANING OF HUMAN PERSONALIT 
MEA? NG 


7 be a mech 
now whether you want to be a 


ienti rest of your 
anic or a scientist for the rest of yc 
life." 


: -— jt 
Folk wisdom states, “You s 
" " to it.“ We 
Eorespions out of life what you bring to it. 
i f this as 
see à r meaning of this a 
ML see the deeper mean ng 3 
we study the ways self-perce p 


Ones En 


'ironment 


H t- 
changes the environment. An ou 
— 2 i attracts 
going, friendly person a 


ives in! re frie environme 
friends, and so lives in a more friendly environr 


people. Each person’s environment is wh per im wenn ds 
perceptions of his environment tend to make it, in fact, hs 199 "i 
thinks it is. A world federalist’s view of a large item for foreign a rae 
the national budget is quite different from an isolationist's view, A Sane a 
who perceives that children should be seen and not heard lives in - 
different cl d from the teacher next door who encourage: 


ss NEL 
first teacher's feelings about talking are quite like ly 
of hostility within his c] 


nt than one who rejects 
i ; ` His 
at he perceives it to be. Hi 


assroom worl 
active discussion, The 
to create a high level assroom, 


Perceptions Affect Roles 
n discussing pe 
our perceptions 
rworked truism 


Up to this point we h 
way. Now We want to relate 
throughout life. An ove 
animal. An individual becomes more 


of the conversations he h 
decision. Le 


ave bee rCOeptions in a generalized 
to the roles we assume 
is that man is à role-playing 
aware of this if he 
as with himself when he 
t's Suppose your term Paper is due tod 
it completed, You Probably have many imagin 
yourself and your Professor explaining the pr 
You engage in these con 

a variety of role. 


becomes conscious 
is trying to come to a 
ay and you do not have 
ary conversations n 
redicament you are in. i" 
assign yourself and your professor 
ntil you finally decide what to do 
all the role yourself, however, you 
‘A to choose, Why? The 
yourself taking because 
€ of yourself, w 
of you, or with the Statuses and fe 
first two alternatives have 
and feelings function in the 

If you feel the 


s. You tr 
and what to say. Of 
select only a fe 


" es 
other roles are one: 
you do not perceive they are not compatible with 
the pictures you hay ith the Pictures you think others have 
clings involy 


ed in the situation. The 
been discussed, Let's examine the way status 
roles we play. 

professor has genuine affection for you and some 
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ria" Eo of your problem, you may take a role of the professor's 
s nn simply tell him your need for more time; vou assume that the 
ta TUM out p and cooperate. If you have feelings about 
vour ent " nd int ae course and have developed some pictures in 
cra ent òf the professor's aloofness and strictness, you may take a role 
da sans pleader. You devise a "trumped-up" excuse and expect 
be. cipe M nes m encase as valid. We this is the same 
slightly 19 Á — Each student in the class has assigned a 
Perlen 5 heen a 4 Los professor—not so much because of his ex- 
self in relation t : 7 1 but 5 of his own perceptions of him- 
thë student sf “ne i po essors. Professors spell status and authority to 
the relationshi a - rares perceptions about these concepts from all 
Wi e din ships he iw had with adults. The student's perceptions will 

É anged overnight by finding one adult who doesn't fit the com- 
posite picture in his mind. 

To carry our illustration a step farther, let's suppose the student has 
rant. Because the 
re a tyrant. This 


Fu eign professor the role of an authoritarian t 
heian, » cii: way, he acts as if the professor w 
ber ats " = it much easier for the professor to assume an authori- 
— in actually to some degree play the role that the student has 

E o him. Recently a student remarked to his professor, "You are 
ned to a long tirade from 


defensive with me." The professor had just liste 
E student about "succeeding in spite of you (the professor)". The pro- 
essor realized that at the time he was defensive with this student. He had 
see pied the role the student had assigned to him. How dramatically we 
lll boys” in a school living up to the roles the school has given 

» or the “giggly adolescent girls,” or the "teacher's pets"! 

et us summarize. Our conceptions of status and authority are central 
of our roles. As teachers of children and youth, we 


to the pi 
the pictures we have 
pts of status and authority in our own minds so 


X form healthy conce 
nat we may help those we teach deve 
The manner in which we carry out roles is ascribed by the culture. 
and routine actions reflect this. “The play must go 
allow his personal life to step 
says to the saleslady that 
doctor leaves his 
; has the last 


lop them, too. 


Many popular sayings 
on,“ says to the actor that he must not 
"pon the stage, “The customer is always right,” 
erchandise is returned. The 
“The woman alw 
her mind,” indicate the ways 


She mie à 

tel ^in not argue if used m 
Jeg : 

" ie number wherever he goes. 
"Ori dd z . c 

Eb. right to change 


iud A woman has the 
which sex 
nich sex roles have been defined by culture. 
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A generation ago much was 
written about the extrovert and the 
introvert. Extroversion was associ- 


Concept of 


Personality Types 


ated with maleness and was defined 

as a general tendency toward out- 
goingness; introversion was associated with femaleness and was consid- 
ered a turning in. Today we realize that this classification of personality 
types is too simple to be of much value. All of us are part introvert and 
part extrovert; some situations elicit responses predominantly of one type, 
other situations result in responses of another type. The most introverted 
female may turn into an extrovert if her own self is threatened. Recently 
in New York City much amusement resulted from a group of mothers 
thwarting a city planner’s designs to turn a playground into a parking lot 
by placing their baby buggies in front of the bull-dozer and standing 
guard until the bull-dozer was taken away. 

Sometimes today we speak of the free personality as being on one 
end of a continuum as contrasted with the inhibited personality on the 
other; or we note that the aggressive personality is at the opposite end 
from the withdrawn or submissive personality. These labels are general- 
ized descriptions only. They really do not help us know an individual 


in a functional way. The farther we go toward the extremes, the more 
variations we find in the specific c 
more app 


ategory under consideration. There are 
arent differences, for example, among withdrawn individuals 
than among the same number of personalities th 
adjusted. 

Scott is a withdrawn boy. He can be found aimlessly doodling or 
just sitting most of the time. He is confuse 
parents. His mother hovers over him intermittently and then seems to 
forget he's around for long periods. He seldom sees his father and when 
the father does appear for a short time, Scott is confused by the feelings 
he senses in his home. Nothing in school interests him. He spends a lot 
of time daydreaming. He can be found just wandering around by himself 
almost any afternoon after school. 

Sam also would be labeled “withdrawn” by most observers, He seems 
unconcerned with those around him. He is usually unchosen when the 
class is asked to select individuals with whom they would like to work. 
He reads a great deal, has a consuming interest in machines, His parents 


at might be labeled well- 


d in his feelings about his 


are quiet people. He feels secure 
$ his world. His parents love 
im and respect his individuality. 
He understands what things are 
Important to him and he is able 
a secure enough of these ingredi- 
de n a feeling of 
8 i sense oF direction. 

se two boys alike? Obvi- 
ously not, 


Life-Style a Useful 
Concept 


D. 

lis coy is too dynamic to 
much ik - into types that have 
Concept ng A more useful . 
ife-stye Pe Saen of us has a life-style which is unique to him. Ones 
Concerned ihe ops much of its uniqueness from the things he is vitally 
in the 5 believes that one of the capacities most urgent 
Z- buie. 3 individuation, which he defines as i the formation 
Biene à style of life that is self-aware, self-critical, and self- 
ing oa i = the process of becoming, each of us is constantly push- 
ife-style ot 1 eum individual self-realization. In the early years the 
establish $ 1e. individual begins to take shape as the person endeavors 
Saining 15 x firm sense of security. To the degree that he succeeds in 
in this Ae urity, the human being is free to grow. If he becomes blocked 
cess, to the degree that he is insecure, his growth is impeded. 
ls of utmost i Mp in his world, at trusting those around him 
amilia it importance in his development. You can identify quickly some 
ecome , e-styles of our real and fictional heritage: Uriah Heap has 
Pollyann, Las for the fawning person, Quisling for the treacherous ini 
ill Ro i -— the unwavering optimist, Buffalo Bill for the adventurer, 

Bers for one who is wise and possesses easy, bubbling humor. 
e life-style learned or is it native? It is both. Each of us accepts 
Darts of his culture as vital concerns to the self, because he has 


xc 


ls sen. 
i nse of being at home 


19 = 
Gordon Allport, Becoming (New Haven: Yale University Press, 1955), p. 28. 
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lived in this culture and not another. But we are selective. The une 
process is related to “what we have to select with” as well as “what ii 
is to select from.” A child peculiarly sensitive to sound may take things 
related to sound from his culture and incorporate them into his self as 
vital concerns that another neglects. His life-style may be pointing tov rard 
a lifes work in electronics as applied to high frequencies utilized an 
modern communication. All that we have discussed in this chapter in 
terms of our self-perceptions, the ways others see us, the feelings gen- 
erated by our perceptions and those of others, the kind of folks we have, 
the kind of bodies we have, the effects of the culture, and our perceptions 
of roles are interrelated in the forming of our life-style. While each of us 
has many facets to his personality and functions in varying ways depend- 


ing upon his perceptions of a Situation, each is unique. This uniqueness 
is what gives to each his personality. 


í We have discussed the unique- 
Significant ness of personality. Indeed, an in- 
Personality dividual's personality is his own 
Deviations 


and a dynamic democracy values 

uniqueness of the individual. This 

value is expressed in the social con- 

text by finding useful functions for the individual's uniqueness. Society 
tends to establish norms and in so doing sanctions certain behaviors and 
condemns some others. Societies vary tremendously in what is accepted 


and valued as normal behavior, The simpering modesty of the Victorian 
Age is not valued today 


and individuals adopting such conduct might 
be ridiculed. The degree 


of withdrawal required of a Buddhist monk is 
considered abnormal in our culture. The inter 


women accepted in American culture is taboo in many others. Many 
countries openly accept a double standard between men and women 
while our culture pretends a single standard and has built this pretense 
into its legal structure. Each culture, then, establishes its own norms 
which change from period to period, but which tend to change slowly and 


to have inner consistency. Those considered abnormal deviate so markedly 
that they present a hazard to the continuance of the culture and require 
individual treatment. 


play between men and 
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Causes for Personality; Deviation 


Somethi : 
e Athi divi ; 
wale S within the individual which places him out of communi 
ation with his c — : s cu E 
8 1 his culture results in personality deviation. The mental defec- 
nav be s , : a T 
his 85 j ve so unable to communicate as to find it impossible to carry out 
5 hfe functions wi i 
S W. safety 2 tutions r 
povided, ii ns W ith safety. In such cases, institutional care has to be 
little z . The emotional defective may live in a fantasy world that has 
resemblance 2115 10 1 «ati d 
has 3 to reality. He is in communication with his world but 
> a Wor. 2 ba C. 
ong rld that is unknown to others. He, too, must be cared for institu- 
ally. 
society does not sanction the 


Other ; 

e ati 

r deviations are less extreme. Our 
violation of a 


Prostity 

1 ea ae $ 
gror te, but we seldom institutionalize her. Any serious 
p nor - á à á 
p norm, such as robbery, assault, or drunkenness, is punishable by 
the norms of the group. 


lay 
VS establis 

tablished to encourage people to accept 
igorously motivated 


Some ; 

Herb s csi dime om have taken place as V t 
Bettes to we sought to change group norms, The fight of the suffra- 
Watching ac ie ae to women was one such struggle. Today bin are 
integrated sch "xs of one section of the United States changing as 
Personality g 1 become an accepted pattern. This process 1$ creating 
of bende daa a and maladjustments on the part of millions 
i `. As a result of a legal mandate to integrate public schools, some 
h toward the life-style that they 
are finding their growth 
ection. The healthy 


indivi 
ler ee ii making tremendous growt 
impeded 5 up to this time; ginem 
Personality is o of intentional dispositions in this dir 
With them cr i that can meet new situations as the 
grow ig ab rr pl: so that warping and stunting of the capacity to 
the earl ided. Sudden changes, too much uprooting (especially during 
y years), and traumatic experiences may produce deviations so 


Marke 
od e 
as to be labeled abnormal by society. 


y arise and work 


No one method or approach is 


How 
to S „ Š 8 > 
Study adequate in studying personality. 


Pers 
so * " " 
nality Since personality has cultural, so- 


cial, physiological, psychological. 
namics disi and genetic components, the ay 
Into the 3 these influences must be explored as eue tries to gain insight 
ime motivations of another human being. This we call a multi- 

t concerned with trying 


nsion; 
nal approach. In this approach we are no 
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to measure the relative strength of each of these components. Rather our 
goal is to examine how all of these interdependencies are related to create 
the uniqueness which is identifiable as a human being, different from all 
others. In applying the multi-dimensional approach to the study of per- 
sonality, we shall now enumerate and briefly describe a number of 
processes that are discussed more fully in later chapters. 


Self-Understanding a Key Dimension 


The teacher who hopes to understand those he teaches must have an 
awareness of himself—his own wishes, fears, blind spots, and expectations. 
He must have some sense of how others perceive him. He must be devel- 


oping continuously his own self-awareness and self-realization. This con- 
cept is developed more fully in Chapter 16. 


Understanding Individual’s Life-Space 


A teacher who has some self-awareness 
and a feeling of its importance in his teaching 
is in a position to acquire some tools for study- 
ing the personalities of those he teaches. The 
first tool is that of gaining as complete a pic- 
ture as possible of the young human's life- 
Space as seen through his eyes. By life-space 
we mean the following: (1) the actual physical 
dimensions of the pupils daily life; (2) the 


constellation of forces that are si 


gnificant in his 
life; 


(3) the feelings he has about himself and 
those whom he includes in his life-space. 


PHYSICAL DIMENSIONS OF LIFE-SpACE. Each 


individual has a daily life-space composed of 


thousands of details. The over-all effects of his 
life-space upon the individual require study- 
One way for the teacher to assess these effects 
is actually to travel the life-space of the pupil. 
asking himself as he does so, “What are the 
probable feelings that this pupil has as he 
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trav l 
els over this " 
lis area?" Variations in life-sp: e 
wc ariations in life-space are tremendous. Manuel 


may live i 
ie coe He walks to school along a country lane, breath- 
greetings of " om seing a profusion of blossoms; receiving the friendly 
lens iiis m rous adults and children. Marjorie passes a number of 
streets lined e y! to school. She sees carousers staggering home along 
those she . i ; oul-smelling garbage cans. She fears the greetings of 
Jack ills df S, especially if she is becoming an attractive young woman. 
s along a block in which Keep Off the Grass signs are posted 
cks up his buddies who, like him, have 


in ea 
ch li 
awn. Along the way he pi 
and in what company. Judy, age 


been c; 

cet ened trained where to walk 

a distance wil girl in a block, walks to school alone. She watches from 

it goes! Try E Lac of boys accumulating on the way to school. And so 

ow, ünd s raversing the life-space of some of the boys and girls you 
see what is added to your understanding of them. 


CONST 
E ; ; " r 
LLATION or Lire Forces. Knowing the physical dimensions ofa 


Pupil’s y 

er s little unless we also know something about the sig- 

Portant to th — forces. We usually assume that his own family is im- 

door m e pupil. At certain periods of development the neighbor next 
Some of the forces that yield relevant 

and structures, relatives, play 

and expectations. 


ata b as dynamic a force. 
Sroups, m dines are: family patterns 
The ox E. status, race, religion, school pressures, ; 
ividual’s 5 of course, constitutes the most likely potent force in the 
ife. Some of the phases of family life that teachers find it 


lelpf 
ul 
to understand are these: 


Does 
sina family have two parents living in the home? Is the rela 
hat is $ mother and father a reasonably healthy one? f 
child ne birth order of this child? Is he the oldest, youngest, middle 
> One of many, an only child? How does this matter to him? 


ihe sex distribution of children? 
hat is tl other adults living in the family? 
oes the p arrangement for the family? 
differe : ilq seem to be reared on a short-leas 
Vhat — — N ] i 
amily 1 if any, does the family participate in as a group 
ow Pl i fun together? How? | 
re fen family respond to routines -— uisi 
chron; any unusual features not common to fami ies aen ap o 
am ic illness of a member, handicapped sibling, we!l- 
ous for either socially approved or disapproved reasons 


tionship 


h, a freer leash, in an in- 


oes the 
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Relatives often are a powerful force in the life-space of children and 
youth. Many of us recall the influence of a grandparent, aunt or uncle, or 
cousin. Certain nationality groups have family ties that extend to the 
relatives in such a strong affectional way that the relatives are considered 
almost a part of the family group. TV comic, Sam Levenson, whose 
"Cousin's Club" meets regularly once a month, although it numbers forty 
or fifty people, is an illustration of this kind of feeling. Children from 
Jewish, Italian, or Puerto Rican families are likely to have unusually 
strong affectional bonds with their relatives. Lack of relatives may be a 
force in the individual's life also. A young human who has never known 
a grandparent, or who has few, if any, close relatives, has a life-space 
quite different from one who has ready access to a number of cooky jars 
after school or the emphatic ear of an understanding, but not-so-closely- 
involved aunt or uncle. 

The play groups in which an individual grows up are forces in his 


life-space that require serious and careful study as one tries to under- 
stand another. Some points to consider are: 


Does the child or youth have play groups in his neighborhood? Are there 
other "kids" who live in his block or within walking distance? Is he ac- 
cepted by the play groups of his neighborhood? If so, what roles does he 
play in these groups? If not, can you assess why he is not accepted? 

What are the play groups like? Are the others about his own age, or are 
they varied in age? Are the groups predominantly of his sex or the oppo- 
Site sex, or mixed? Has he had lifelong membership in the play groups; 
or did he come in after their mores were well-established? i 

How varied are the play groups? Do they 
races, religions, so 
economic attitudes? 


include members of different 
-class status groups, differing social, political, and 


Social-class status factors as they relate to the family’s position in the 
neighborhood and the children’s positions in their peer groups are dy- 
namic forces in one’s life-space. A boy or girl whose parents are perceived 
by most of the children as being of lower social-class status than the 
majority often comes to see himself as inferior, less well- 
in turn less accepting. On the other hand, the youngste 
own half the town may be perceived as a snob, a sissy, 


accepted, and 
r whose parents 


or an “aloner.” 
Since the majority of teachers are from the middle social class, we 


tend to assume that all our pupils have our values, our manners, and 
customs. When we encounter pupils of a lower social-class status for the 
first time, our tendency is to reject them. We do not understand their 
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values, W 

) i 
bring to school with them. The k . "T 3 s E 
„ T e b iac i y these children is not 
acceptable language es Epid i once: a n children as osi 
great deal of N s 2 us Sr iis ics ex es 
ir a RM foie n zd is necessary i ig ones anguage. Even 
familiar Rip a igi d moments of stress 85 l elicit a 1 to one's 
leet is «ii d ou recall George Bernard Shaw's famous play, 
Lae. ii nverted by Lerner and Loewe to the Broadway hit, My Fair 

` 1 has some very amusing examples of language reversion. 

hild from a home with fewer 
books, magazines, music, pic- 
acquiring some of the 


s name too, considers that a c 
285 D: the way of learning tools ( nooks 
ade ibi toys) is likely to take more time m 
"mic skills expected at any given age. 

mo HE i are factors that operate in a way 

s. They are significant only if they encourage the 
and his folks that are blocks to his own 
ations notes if 


similar to social- 
individual to 


me? feelings about himself 
MOS ur 1 The teacher who is searching for len 

baal j^ 8 be factors that are causing the individual concern. 
full CN pressures and expectations often turn out to be blocks to the 
everywhe quer of a human being. Many youngsters get along superbly 
whole 2 but in school. The child's personality must be studied as a 
2 just the special part of it that he reveals during school hours. 


All that we have said about life-space is 


the individual himself perceives his own 
hysical dimensions 


FEELINGS ABOUT ONESELF. 
ieee unless we know how 

and how he feels about what he sees. The p 
invalids in a hospital ward may be quite 
the other perceives the 


me 


0 5 

une, ePac of buo chrome c 

daily bs ne, however, is an eternal griper while 
ents in a humorous way. 

E We study the life-space of an individual, our major focus is, “How 
OF ie see this? Is this a saure of annoyance, a source or pleasure, 
about i he perceive it at all? How intense and enduring are his feelings 
angry ue Manuel, who walks to school in an idyllic setting, may be so 
eel fo: resentful that he sees neither birds nor flowers, and does not 
Can Ss tang of spring in the air; whereas Marjorie may see the garbage- 
Such rld she walks among as an exciting adventure. One child living in 

beauty of the iridescent colors made 


ati envi 
an environment wrote of the 
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by a few drops of oil on a dirty puddle of water! The teacher who per- 
ceives this quality of feeling in his pupils has the means for understanding 
them. With this understanding, the details of the physical dimensions 


and the cluster of forces in each life serve as fascinating bits of the per- 
sonality mosaic. 


Understanding of Individual's Life Crises 
Another phase of a child's life that often illuminates hi 


the crises that he has met. Each life has many h 
these hazards are met and wh 


s personality is 
azards. Knowing how 
at kinds of traces they have left in the indi- 
vidual is important for a teacher. In the physical realm, we examine 
illnesses. When did the illnesses occur? How se 
require hospitalization? Did they leave 
nesses rel 


vere were they? Did they 
impairments? How were the ill- 
ated to other strong experiences in the child’s life? In the 
emotional realm, we examine parent-child ties, 
adult-child ties. Has the child suddenly been deprived of a parent by a 
death or divorce in the family? Does the child feel he has a place all his 
own in the family? Does he feel any unfavor. 
himself and a sibling? Does the child feel clos 
other? Has he been uprooted from his hom 
quently? Has any traumatic experience such 
left its mark upon him? 


sibling relationships, and 


able comparison between 
er to one parent than an- 
e and his playmates fre- 
as fire, violence, or accident 


Play a Source of Understanding 

Each of us expresses his real self m 
ations that he structures, These 
word, play is applicable to all 
contribution as a tool in unde 


ost completely when he is in situ- 
are play situations and, as we are using the 

ages. Chapter 15 discusses play and its 
rstanding children and youth. An under- 
standing of the meaning of play and the creative processes is a rich source 
for knowing human beings—young and old. 


| Sigus:oLu Lets see if we can summarize 

| ] our thinking by drawing some 

| Healthy Personality guide lines for a healthy personal- 

ity. You recall the discussion of 

vitamins of personality in Chapter 

2. As each individual expresses his unique personality, he is felt in more 
or less positive, constructive ways. The teacher's primary role is to help 
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72 fu — most fully himself, that which has significance for 
uita Fi di or » " our pupils toward self-re ization, we accept certain 
is as the marks of mature, socially useful individuals. What are the 

Criteria? É 
Burr T personality is ong that is coming to terms with authority. 
if sed oe feelings about authority is a lifelong task for 
"à 5 S es e Taste if we recognize our own particular problems 
ied authority and if we ars working to resolve them. A healthy 
ard authority is capsulized in the folk saying: "Great men 


never fee] great; small men never feel small." 
^. ri n a healthy personality is able to accept himself, to 
We are : " lortcomings and his strengths. Sometimes we call this security. 
d growing toward greater maturity as we grow toward greater and 
89 7 biis This implies the ability to carry on honest self-criticism. 
Y by changing our pictures of ourselves can we grow. 

dap e Nadie a healthy personality as growing in certain social diveg 
longer hei i continuum. Certainly a personality that is not growing is no 
althy, regardless of how far growth extended before it ceased. 


lens 
See the process as follows: 


pedis eic — |. Independence 
1 - equaev —— (Adequacy 
security —.— a Security 

- — Altruism 


Ego-ce 
Ego. oentereone ss 


G iti s 
Ompetitiveness " = Cooperativeness 


Summary This chapter has presented 
ry some of the personality theories 
that have wide acceptance today. 

Personal Hall and Lindzey 20 state that most 
tions ality theories conceive of man as a purposive creature who func- 
(known as holism); that the self-concept has a 

that the psychological environment (or 
is held to be significant in most theories; 
cy to give explicit attention to group 
] recognize these as aspects we have 


- as a total organism 

ho minent role in most theories; 
Wom: " " 

and man sees his environment) 

ii that there is a growing tenden 
embereh: « , 
: bership determinants. You wil 
iscussed. 

— 

Calvin S. Hall and Gardner Lindzey, Theories of P. 

and Sons, Inc., 1957). 


ersonality (New York: John 


Wiley 
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We have not presented a history of personality theory nor tried to 
identify the many existing schools of thought. Some theories have ee 
omitted because they are not consistent with the general oulentation o 
this book. They tend to be less well-supported by psychologists, which 
is not to say that they are useless theories. Time may prove them to La 
more fruitful ways to view mankind than the prevailing concepts which 
we have discussed. Other aspects of personality have been barely men- 
tioned. We say little about unconscious motivation, for example. Since 
the functioning of unconscious motivation is assumed throughout the 
book, we felt that a better way to use the space w 


as to discuss the areas 
included. Some excellent sources, which have 


been published during the 
past few years, are listed at the end of this chapter. Your study of some 
of the original sources as well as the compilations of materials about per- 
sonality theory will help you fill in the gaps in this presentation. 


Suggestions for Further Exploration 


> Think back about what kind of baby you were by recalling discussions your 
family has had of your childhood. Do you see certain continuities in your 
personality? 


> Study the behavior of your college cl 
some roles that students have 
discern what roles are assi 
ones that you assume? 


assroom group. See if you can identifv 
assigned the professor and each other. Can you 
gned to you or perceived by your classmates a$ 
> Try to discover the various roles 
assigns to the adults in his life: 
the policeman, the minister, 


the boy or girl whom you are studying 
his parents, vou, his teachers, his club leader, 
his relatives, 

> Write a paragraph describing the personality of the 
studying. Include what you think his self-conce 
perceptions of others. Discuss y 


youngster you ane 
pt is, his phenomenal self, his 
our thoughts with some of your classmates. 
> Try to make a thorough investigation of the life-space and life crises of the 
youngster you are studying. What do these portend for the becoming person- 
ality? 
> Many excellent films have been produced to help in the study of personality. 
If possible, view some of the following, which are only a few of those available: 
Angry Boy, 33 min., sound, Mental Health Film Board. 

This film shows the help available 


through a guidance clinic for a boy 
whose hidden hostility is expressed tl 


trough stealing. 
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Feelings "P 
Fih gs of Hostility (Mental Mechanisms Series), 27 min., sound, National 
8 of Canada. i 
Thee AUT ' 
15 8 Sipry of Clare is traced from childhood to voung adulthood. Her de- 
Mieres to succeed through her intellectual capacity is traced to the 
irts experienced as a child which made giving and receiving love difficult. 
Feelings h 
Fil gs of Rejection (Mental Mechanisms Series), 23 min., sound, National 
n Board of Canada 
M storv of a voung woman who has leari 
pou Briefly shows therapy methods that are 
ner problem. 


ned to be dependent upon her 
used in helping her face 


ational Film Board of Canada. 


Shyness 9r 
among shy p 


8 , 23 min., sound, Na 
SEDE É i 
xcellent for showing great differences 


three shy children. 


eople. Tells story of 


nality Development Series), 80 min., 


ty Film Library. 
An aggressive, difficult 
h wise guidance 


This 
d ad (Studies of Normal Perso 
- Distributed bv New York Universi 
A longitudinal study of a child from two to seven. 
child learns how to handle his problems more effectively wit 
at home and school. Excellent to show development in personality charac- 


teristics 5 
istics over a period of years. 


d Helpful 


Ada 

ditional Sources You May 
New Haven: Yale University Press, 1955. 
the thinking of a wise man who has studied 


hich many people find 
gain and again. 


Gordon W. Allport, Becoming. 

An important summation of 
Personality most extensively. This is a thin book w 
they want in their personal libraries so they may go to it à, 
A lucid and meaningful treatment of life-style. 


on Bracken, eds., Perspectives in Personality 


s, Inc., 1957. 
s from nine different countries grew out 


Of a symposium held in Montreal by the Fourteenth International Congress 
of Psychology. The thinking of the European and American psychologists 


about personality theory is well presented. 


7 805 P. David and Helmut v 
tory. New York: Basic Book 
This book which includes paper 


Calvin S. Hall and Gardner Lindzey, Theories of Personality. New York: 
John Wiley and Sons, Inc., 1957. 

This book is unique in that it is the first source book that makes a 
Survey of existing theories of personality. The first and last chapters help 
to unify the hook. The first chapter gives the reader the attributes to look 
for in personality theory and the last chapter summarizes the degree of 


agr ; 
greement about these attributes. 
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Arthur T. Jersild, Child Ps 
Prentice-Hall, Inc., 1954. 

In the foreword Dr. Jersild says, “I have take ie 
ing the concept of the self as an essential consideration in the study of à 


features and phases of developmental psychology." His book is helpful in 
explaining the development of the self. 


ychology, 4th ed. Englewood Cliffs, N. Je 


n a full leap in emphasiz- 


Kurt Lewin, A Dynamic Theo 
Book Company, Inc., 1936, 

A difficult book but one that the serious stude; 
Lewin was among the first to develop the 
space and the dynamic forces that affect ou 


A. H. Maslow, 
1954. 


In this book Maslow synthesizes holistic and 
coming to an understanding 0j 
actualizing people in Chapters 1 


Arnold M. Rose, ed., Mental Health and 
W. Norton and Company, Inc., 1955, 


This is an important book in the field of mental health. We especially 
recommend to you Section V, “The Social Psychology of Personality Organi- 
zation and Disorganization.” In this section you will find an excellent discus- 
sion of some of the important components of personality. 


ry of Personality. New York: McGraw-Hill 


nt should make his own. 
concept of the meaning of life- 
r behavior. 


Motivation and Personality. New York: Harper and Brothers, 


dynamic principles in 
motivation. Excellent discussion of self- 
2 and 13. 


Mental Disorder. New York: W. 


The 


Meaning 
ol Character 


W. once knew a 


placid, undemanding, uncomplain- 
ing infant. Relatives and neighbors 
said, "Isn't he a good boy? He is so 
little trouble." A year later this 
child was recognized to be physi- 
cally and mentally defective. Ata 
funeral not long ago we heard 
someone comment upon the de- 
parted somewhat as follows: "She 
was such a good woman. She never 
did anything wrong.” A period 
might have been put after anything. 
As long as anyone could remember, 
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this woman had rocked in her chair—indoors in the winter, on the pu 
in the summer—doing nothing to benefit any person, merely living on si 
rental from the land left her by a husband who had died in rather early 
middle age. 


For many centuries the good- 

e ness or, as some would put it, the 
character of a person has been 
judged by what he did not do. The 
inference of this chapter is that 

at people do do. Goodness is an active 
no clear distinction between personality and 
isely observed that the quickest way to stop an 
call for a strict definition of terms.) Perhaps it 


an Active Process 


goodness must be judged by wh 
process. We intend to make 
character. (Someone has w 
intellectual discussion is to 
is enough to say that personality is what one reall 
evaluates a person's behavior in terms of wh 
We shall use the term character to mean cl 
affect other people. An individual's b 
tures of his personality which now and henceforth affect the well-being 
of other people. Character is judged by the extent to which other people 
can count upon a person's behaving in given ways, 

In popular and practical terms when one 
character, he is asking: “How good is this pe 
defines the term good as "satisfactory for its 
that gives nutritious milk in expectei 
one that enables us to trave 
A good vacation is one that c 
man is one in whom the exp 
realized. When we speak of 
what?" 

To some teachers a 


y is, while character 
at his society expects of him. 
naracteristic behaviors which 
asic character consists of those fea- 


inquires about another's 
rson?" A standard dictionary 
Purpose.” A good cow is one 
d quantities, 4 good automobile is 
ly and rapidly without breakdown. 


: 1 
omes up to our expectations. Thus, a good 
ectations of what we 


à good human, we 


l safe 


wish a man to be are 
2 « for 
must specify “good fo 


good pu 


pil is one who causes no confusion, fol- 
lows directions precisely, r 


aises no questions outside the scope of the 
at he was told and what he was assigned to 
a good pupil is one with an active curiosity, 2 
resistance to being imposed upon, à determination to be helpful, and an 
abundance of self-respect. Librarians are unhappy with children who sing 
in their presence, music teachers are equally unhappy about children who 
do not sing. 


lesson, and remembers wh 
learn. To other teachers 
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Surely : ; 
1 a 1 m iie e dia inde classroom, neigh- 
viduals and to be intolerant at el ia " "m i 8 eA 
have just as he pleases fit as his creat pe (cuin s 1 ho! 
5 : * a s creature impulses momentarily impel 
"ite 5 present-d ay socie ty, m one would live long behaving upon 
and e eg An individual's safety, as well as the convenience 
tions in his ew ners in nS environment, requues some imposed modifica- 
Bs Fi been W e de not expect him to learn by experience not 
roa ARTER carrying heavy traffic, nor to engage in exploratory 
12 5 ss iona of the automatic washing machine. Neither do we expect 
Sete an to stay out of the street by being tied to a post, nor to avoid 
ashing machine by threats of dire punishment. We build his char- 
tele 5 helping him understand and foresee the consequences of his 
or. In the long run, we expect him to judge 
of behavior promises the greatest good 
period of time. 


the goodness of his 


acts by c ; 
is contemplating what type 

r the or k 
Ye greatest number of people for the longest 


Many of the readers of this vol- 


The Go 
al of 3 
ci ume have been reared in the doc- 
naraete 20 k n ek " 0 
ele trine of original sin, the notion that 


man was conceived in sin and born 
and that he becomes 


" 
nie dpi: to shun all creature impulses. Many thoughtful people 
icio: : to a more significant interpretation of the meaning of original 
iene 15 ant is born completely selfish; he cannot perceive, nor do we 
im to be concerned about, the well-being of other people. No 
but were he to remain that way as he 
would become intolerably wicked. 
he can sense and 


in iniquity, 


p s him to be sinful, 
‘As the ronger and more competent, he r 

and understanding, 
ther people and upon his rela- 
vior in terms of those effects. 
ss most people develop a 
for the well-being of 


brune san grows in perception 
tionshj Be effects of his behavior upon 0 
xps with them; he modifies his beha 

1 modern society cannot survive unle: ; 
other egree of concern and active responsibility uw 
A People everywhere, always. This is the goal of character ec ucation. 

of Mosen to the Scriptures, upon which many of us were rear ed, onip 
an's early questions was, er's keeper? Certainly in 


m *Am I my broth 
n whether we know 


™ times we have become our brothers keeper, 
d that their behavior does not 


im 
0 N -itiate 
r not. There are few people so situate 
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affect the well-being of numerous other people. Thus, we are increasingly 
concerned that every person be "satisfactory for his purpose." Imagine 
the confusion in the Empire State Building should the elevator operators 
pause to have another cup of coffee rather than report for duty at eight 
o'clock! Some years ago in the rush hour in Washington, D. C., a streetcar 
motorman decided that he had had enough. He set the brakes on his car 
on Pennsylvania Avenue and walked off across the Mall. In 
the city's traffic was snarled. A school System can tolerate very few school 
teachers who are prone to say, "How good the bed feels. I will stay in 
it today and not go to school." Now and then we observe 
his car on the highway as a thrill-toy, or as 
The states have found it nec 
of how he feels, a person c 


a few minutes 


à person using 
an instrument of aggression. 
ary to make laws stating that, regardless 
annot drive his car above a prudent speed 
nor make improper turns to enjoy the scurrying of pedestrians. Those who 
issue drivers’ licenses are beginning to see that the character of the driver 
is quite as important as his eyesight and mechanical dexterity, 


"-— To most of the people of the 
world, the goodness of an individ- 
ual is measured by the extent to 
which he conforms to the ways and 
beliefs of the people with whom he 

marked suspicion is directed toward 

ning meal as “dinner.” We once knew a 

ts preacher to be incompetent and dis- 

now how to harness a horse—he had been 
munities a woman who adds color to her 
ave loose morals, while in others a woman 


d to take no pride in her femininity. 
s to circumstances of time 
mother might in clear conscience 
can find some nuts and gree 


and Conformity 


cheeks and lips is thought to h 
who does not do so is judge 

Goodness relate and place. The pioneer 
say to her child, “Go out and sce if you 


à ns for our dinner,” Imagine the plight of a 
child seeking to obey such admonitions from his mother in a modern city. 


Thoreau, whom most of us regard to be an exemplary man, today would 
be heavily fined for trespassing. Daniel Boone would be in jail for hunting 
out-of-season. In his acceptance speech after receiving the Nobel prize 
for literature in 1950, Bertrand Russell related that the two Estonian 


children he adopted during the war could not be taught to refrain from 
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stealing potatoes from the neigh- 
bors, despite their abundance in the 
Russell cellar. The children had 
spent their early years foraging for 
food wherever it might be found. 
Good behavior is behavior appro- 
priate to circumstances. 

Anyone who has lived with an in- 
fant knows that he has, at birth, the 
capacity and the tendency to resist 
the imposition of outside force. In 
his splendid book, The Envelope; 
Plant has defined the functioning 
of personality as that point of com- 
promise between the urges of the 
individual and the demands of his 
culture. The individual with excep- 
tional character and mental health 
is the one who has achieved con- 
genial compromise between the de- 
mands of society for his conformity 
and his own personal impulses. 

We doubt very much the wis- 
dom of parents and teachers who 
say to children that some outside, 
unperceivable power or pair of eyes 
is watching to judge the goodness 
of what they do, whether it be the 
— E recording angel or Santa Claus. This 
N us to be taking unfair advantage of the less mature. This is a 

ardly shifting of responsibility to contrived and inaccessible powers. 

s important, when the child grows up enough to comprehend the 
Ctitiousness of these characters, his reasons for being good vanish. Char- 
cter is based upon a sensible security in dependably productive ways of 
ehaving: habits, routines, manners, customs, institutional codes, moral 


Codes, laws, 


— 


James S. Plant, The Envelope (New York: Commonwealth Fund, 1950). 
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All of us find much security in our habits. William James referred to 
habit formation as “man’s most precious conservative agent.” Our habits, 
our routines, our ways of behaving, require little planning and little 
thought, and save time, attention, and energy for creation and for adjust- 
ment. We find it quite difficult to relate to people who have no predictable 
ways of behaving, who follow no set schedule for meals, who go to bed 
and awaken at varying times each day, who appear punctually one time, 
hours late another. Each of us puts on the right shoe before the left one, 
or vice versa, and few of us know which. If we had to think and plan 
each time we tie our tie or wiggle into a girdle, we would have very 
little time for more important matters. 

Teachers commonly agree that those activities in which all pupils 
must take part every day should be rather sharply routinized. It seems 
that the human organism develops habits quite apart from cultural 
demands. One who has been accustomed to having his dinner at six 
o'clock may develop ulcers if the time is changed suddenly to seven. Some 
travelers who, let us say, live in New York and fly to California in a few 
hours find themselves awakening at four o'clock in the morning, which is 
seven o'clock back in New York. 


It is unwise to reduce to habit behavior about which one should be 


thoughtful. Too, it is unwise never to allow an exception to occur. One who 


can never stay up late or delay his dinner is a "stick" indeed. We want 
behavior to be sensible, appropriate to circumstances, rather than sheer 
habit. We seriously question the wisdom of reducin 
to a concept of orthodoxy in which one Says, 
crat, or a vegetarian, or a female. 
‘we’ have always behaved th 


g a human's behavior 
"Because I was born a Demo- 
I must behave in this given way because 
at way." Man does not live well when he 
views life through a rear-view mirror. Man is gifted with intelligence 
which enables him to take stock of Situations, employ foresight, note new 


circumstances, and decide how to behave in terms of the situations in 
which he finds himself. 


A goodly number of us were reared in an atmosphere in which good- 


ness was seen as being very gloomy. It was almost an attitude of penitence 


Some of us were reared in a culture which demanded that we work very 
hard all week and insisted that we could not work nor play on Sunday. 


This made sense in a pioneer culture in which there was always more 
work to be done than a man could do. I rec 


all one preacher who insisted 
that it was immoral to laugh on Sunday. In my childish innocence, with 


perhaps a bit of skepticism, I asked this clergyman if the idiot boy who 
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oe and laughed all the time, on Monday and Friday as 
the wey unday, would go to hell for his transgression. He replied that 
ays of the Lord were indeed most mysterious, but in terms of His 
or his transgressions. We have learned 


law thi 
iw this boy must be punished f 
that man probably invented the 


eno 

à € of the laws of nature to know 

Sabbath as a ti 8 

= a as a time of recuperation from arduous labor. Too, we have 

arn ec r "SS 2 " 

in that lack of occupation is not rest. In fact, modern psychology 
res us that we rest only when we play.” 


Motive In the long run, character is 
— determined by ones basic motiva- 

tions. Man shares with all creatures 
the one basic motivation: protect- 
ing his own integrity. An amoeba 
recoils from threats, is attracted by 
are peculiarly equipped 
to promise of gratifica- 
ntaining, realizing, and 
d for avoiding threat- 


9f Character 


st nourishment and comfort. All animals 
tion, In me off threat and responding favorably 
extendi nuu WE sen the basic motivation of mai 

ding his capacity for gratifying experiences an 


ening çi 4 hi 
g circumstances. Man's peculiar equipment is his brain. 
eacher observed, "As a man thinketh in 


Freud explained to us that the wish is 


the f; anne 
€ father of the thought. In the field of economics and social intercourse, 
all tend to think and to make de- 


rire Veblen showed us that we pes 
that m n terms of our own interests. In less dramatic terms we can say 
otives are the stuff of character. If we want to know a child or any 

e is trying to accomplish— 


other 
ener human, we must try to discern what h 

4?" Is the meticulously polite gentleman whom 
us into a game of poker, 


M ; : 
his? any centuries ago a wise t 

h e 

eart, so is he.” More recently 


sx en ker Sammy rur : 
Using gin in our travels trying te entice res 
» = is marked cards, or does he genuinely care Dow wee a "- is 
ia. in our second grade so very gee gem ^" i 
dido 8 us, because he has carefully imposed habits, or = (on 
d 55 s the tax collector who goes to great trouble to mium 5 us Ma 
Ne tr Sents we overpaid extremely careful m managing his — or " 
"ina. to build up a reputation for being honest in matters o sma! 
quence to divert our attention from h 


is phony accounts? 
Man’ ; 
an’s motives and thus his character gr 


ow and change, as do all the 
oe 


E. Huizinga, Homo Ludens ( Boston: The Beacon Press. 1955). 
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other aspects of his being. With his vast capacity for "wed p 
contriving, man builds for himself the most likely P Ed 
maintaining himself. The infant secks little beyond being — : dim 
growing. He comes into the world with neither concern for nor poe r$ 
of other people nor of human qualities. His character develops with we 
increased complexity of his nervous system and with his experiences. ` ^ 
do not deem it odd to hear a child of three wailing loudly because | id 
cannot have what he wants when he wants it; nor do sensible people d 
compelled to provide it for him. We do fecl impelled to call the pu 
or a psychiatrist upon hearing a full-zrown man or woman iiie 
loudly on Main Street because someone has denied him tirament 
gratification. The philosopher, Thomas Hobbes, observed, “A wicked man 
is but a child grown strong.” 

We believe that the most important teaching done by parents and 
teachers consists of the motives they offer boys and girls for doing what 
they do. Children and youth must become quite confused in learning that 
in some circumstances they must be very considerate of how other people 
feel, and in others they must ignore others’ feelings and try to defeat 
them. For example, Jerry must offer his friend first choice of the goodies 
at a party, but he must try to outscore him on a test at school. 


Scrambled Motives Scramble Character 

Little children are taught at home 
plicitly obey those whose status the 
ofttimes by obeying an older child 
The reader can reflect upon n 
ready obedience 


and at school that they must 77 

j ; ; ! e 
y recognize. They get in serious tr pue 
who is not concerned with their goas 


ü s 8 r the 
ations which have been admired for tl 
of their children and who h 


ized by unthinking following of evil le 
virtue. To be able to decide 
quality. 


eiie 
ave been repeatedly victin 

3 n is no 
aders. Obedience in itself is n 

8 5 P an 
wisely whom to obey is a high-level humé 


Some children are taught that excell 
gratification, that they must strive to be 
striving can be reduced to absurdity if 
is declared to be better than 


< " n 

ence is a high-level huma 
R is 

better than most people. Th 
sons 

à person or a group of persor 


another without any facts to back up the 
declaration. This is clearly the foundation of racism, which justifies per 


4 USR ; e c er 
sons of one color insisting upon their Superiority to persons of anothe 
color without any consideration of what either is able to do. To some, 
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persons wi T " 
diac ies one kind of schooling are deemed superior to persons with 
: er kind of educati : 
ucation, regardless of what they know or 
acc P 3 [zu * E yw are 
accomplish. o y or are able to 
mptation of elders in a society to subject 
act, a large par Ue 
e e ; In fact, a large part of society 
and à B odness as being the extent to which the young accept the rules 
8 regulati 8 ; 2 a 1 F 
ting] ations of their elders. This is probably the result of mankind's 
history of living in slavery " I 
people, a : f living in slavery. To those who owned and controlled other 
Ws a good person was one who accepted domination; à bad person 
as one w MEN — 
Mage who resisted that domination. The degree of badness was meas- 
Du » effecti + 4 
gm y the effectiveness of the resistance. In the early part of this 
ntur x . s P : 
N y one of the major wickednesses of a child was impudence, speak- 
Oa en s a 
g to a grownup as the grownup spoke to him. Few sins transcended 


that of a child’ 

ain js à child's treating an adult as the adult treated the child. A child 

>, bei ; t . 

being subjected to a beating, struck back was the most nefarious of 
n child-rearing and in 


sinners 
M t still prevails extensively i 
thess-xfin rog rua tale has been commonly retold of late, but for 
belaboring 3 heard it, it is priceless and meaningful. A father while 
doing Pw. le m with a strong strap said to him, You know, son, Im 
to get bi S k y because I love you. The anm replied, I can hardly wait 
i g enough to return your affection. 
aa us rather obvious that mankind could h 
Charatan, er by complete acceptance of the domination 0 i 
ing to wd — of what one is trying to do. Ifa person is simply try- 
grow. To ain safe, to be free from threats or possible reprisals, he cannot 
iTi — — current popular yering of many grownups to impose 
heer tise vac ear ats and indignity upon children and youth is one of 
and ae ni immoralities of sur time. The assumption by some parents 
rs of the right to subject youngsters to indignity seems danger- 


Ous aj : 

nd wicked. A friend of ours tells of encountering a woman in a park 
] child. The friend inquired of this adult, "Whose 
“He is mine. You don't think I would be 


do you?” 
man’s most pressing moral problem 
and control other 


It as 
: has long been a major te 
younger me ir dominati 
younger members to their domination. 


ave made no 
f the elders. 


ae beating a smal 
ia that?” The reply was 
g anyone else's kid like this, 
Throughout recorded history. 
ius. bate s ht of some men to own ntrol 
eee E s improvement in goodness has followed the path of giving up 
tiglits. : to mm and to control, and of extending to. all other persons the 
and living conditions which he desires for himself. 


has 
s been the extent of the rig 
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Jesus of Nazareth was quite a radical in His time when He fume 
that man was not good merely because he refrained from An t 
things. Concepts such as "Love thy neighbor as thyself ses Do € T 
as you would have them do unto you... By their fruits ye sha ncn 
them," were new and more mature moral principles. America's ee? n 
of Independence and the Bill of Rights, which colonial citizens insiste s 
added to their Constitution, define high principles of human dignity "m 
limitations of the rights of some people to infringe upon the rights i 
others. Emanuel Kant gave us his imperial dictum, “So act that thy um 
might be universal law." We like the statement of Mumford, Mica 
nourishes the personality, humanizes it, refines it, deepens it, intensifies I : 
aptitude and broadens its field of action is good: whatever limits d 
thwarts it, whatever sends it back into tribal patterns and limits its capae 
ity for human co-operation and communion must be counted as bad.” * 


On the occasion of the eightieth birthday of William Heard Kilpatrick 


in 1951, Eduard Lindeman made these comments on the good man: 


The good man is the man who doesn’t expect a perfect society or a perfect 
individual. Perfectionism seems an impediment to the good life. Perfec 
tionism is not the final goal but the 
This is the good life. 


; 135 27 " «de false an- 
The good man avoids extremes; he avoids either-or s. He avoids false 
titheses. 


T at 

The good man does not resort to blame-fixing, persecution, yet realizes th 
he is involved in the problems of mankind. m 

The good man doesn't ever expect to be released from conflict. Wherev 


P ; à i a new 
there is life, there is conflict. This calls upon man to formulate a ne 
concept of belief in something, 


The good man knows how to work in 
refuses to become collectivized. 
The good man insists upon his right to dissent. 


A f 
The good man knows how to use the perspective of humor. He sees himsel 


4 ! | truth 
as comical. This humor comes out of experience, throws a kernel of tru 
on our affairs that can't be got 


s fecting. 
ever-enduring process of perfecting 


and through groups, but steadfastly 


a 
at any other way. Humor rests upon : 
solid belief. You can't use it unless you have faith in your fellowmen: 


> og ges i 0 
The good man doesn't permit himself to be used by others as a means t 
external ends nor will he use others. 


The good man feels no compulsion to 
to exercise inferiority. 
The good man insisi 


WE or 
assume superiority to other people 


in being and in acting as if the whole human ente 


Lewis Mumford, The Condition of Man (New York: Harcourt, Brace and Com- 
pany. 1944), p. 415. 
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an experiment and continuing 
adventure in which the road 
; have more fun if you enjoy 


prise is an experiment. The outcome is 
but it is a continuing adventure—exciting, an 
is always better than the end. You can alw 
the process. 


Now that we humans have be- 
online come so numerous and have be- 
Denman come concentrated in the more 
favorable climates of the Earth, the 
behavior of any individual is a 
matter of concern to other inhabit- 


ants, Little children who like to make mud pies, splash in the water, and 
leap from here to there constitute à considerable hazard in the modern 
City apartment, even in the suburban ranch house. The teen-ager, who 
in former years satisfied his quest for excitement and expressed his 


Willingness to take risks as he broke and raced wild horses, is a serious 
menace today as he seeks the same gratifications in a hot-rod on à busy 
thoroughfare, His attempt to find the extent of his courage by jumping 
from high cliffs or by challenging a newcomer to à fight now becomes 
URS menace as he plays modern “cops and robbers” in the crowded 
ity, 


New Characters 


Character and Morals 


Morality refers to the observance of principles of conduct which have 
come down in a social group through many generations. Most of the world 
accepts the Ten Commandments (or their counterpart in other religions) 
as a valid statement of restraints upon the individual which have held 
9r thousands of years and which few individuals will openly violate 
today A moral code is made up of highly emotionalized standards; devi- 
ations from the code engender emotional responses in other people. 
After a long period of exile, the term conscience has been a 
àn important concept in the formation and stability E . : 
ave many interpretations of conscience. As little en dren, we W E 
taught that conscience was an inborn, still, small voice of amu 
authority telling us right from wrong. More skeptical persons 5 
conscience as our negative conditioning e rari piis ns 


cared to d 3 1 seems quite likel 
o as little children. ]t see 1 i P 
motiv from the distress we feel at departing 


as 


force of conscience stems 
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from habits of response, just as some of us feel some distress at finding 
ourselves in a dark room in which the furniture has been rearranged. We 
urge you to read Fromm's book The Sane Society,' in which he describes 
his concept of anonymous authority. For most of us, anonymous authority 
is the authority of fixed ways of believ: 
newness in ideas, beliefs, and w 
flavor, since these new w 
conscience as those inne 


ing and behaving which gives all 
ays of behaving something of an immoral 
ays threaten the ways familiar to us. We view 
r controls upon ourselves which oblige us to 
consider our own behavior in this light: “If everyone behaved as I behave: 
what would the world be like?" 

As little children, we learn early that the ways of our families are the 
right ways. Persons who differ from those ways, 
morally immature eyes, are wrong; else we must be wrong. Since our self- 
respect can scarcely entertain the notion that we are wrong, it follows that 
the others are wrong. We would urge that young people be taught that, in 
making most of life's decisions and Choices, more than one right way can 
be found. When life was simple and changed very little from one genera- 
tion to the next, man was able to establish fixed and dependable ways of 
behaving which were satisfactory for living. Today, with the extremely 
rapid change in our mode of living and in the circumstances for human 
enjoyment, conscience alone—save as it impels us to consider the well- 
being of all persons affected by our behavior—is an insufficient guide to 
conduct. In a simple culture, people worked during the light of day and 
rested when their part of the world became dark. A man seen on the 
street after midnight was surely up to no good. Now he may have just 
gotten off the Swing-shift at the factory and be spending his after-work 
time in much the same way as those of us whose work is finished at four 
or five o'clock in the afternoon. In the farm country, anybody who slept 


in the daytime, unless he was sick or Very young or very old, was not o 
good (Deren Tod : it necessary or more congenial to 
work in the artificial light of the night and do our sleeping in the daytime 


Tacter in the young must see con- 
earned quality of the personality. Let u$ 
cepts that do need to change with time 


i f 
Conscience supported solely by ancient codes 9 
conduct permits much current evil in our world. Few persons on earth 


; r 
ays, as viewed through ou 


and circumstances. 


Erich Fromm, The Sane Society (New York: Rinehart and Company, Inc» 
1955). 
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a 2 — pouring poison in the baby's bath, yet how 
5 consider it a moral problem for certain companies to pour 

is amounts of poison into streams used by many people or to 
ir that all people breathe? Few of the world's 
f devices intended only 
moral admoni- 


Do " "T 
pi llute great quantities of a 
citizens regar 

ens regard as murderers the manufacturers o 


to ki à n 5 
ill human beings. Since young men, who believe the 
n, experience marked conflict in 


ar is to persuade them that the 
e beast than man. We like 


UM it n p^ to kill another huma 

1 50 a part of preparing people for w i 

Sendbnn Paes really is inhuman—more lik 
g's comments on this subject: 


The little girl saw her first troop parade and asked, 
„What are those?" 

Soldiers.” 

(What are soldiers?” 

They are for war. They fight and e 
Tn as many of the other side as he can.” 
ue girl held still and studied. 

25 you know ...1 know something?” 
4285 what is it you know?" 

Sometime they'll give a war and nobody wi 
other man he is subjected to most 
ar to become me- 
g several 


ach tries to kill 


ll come." ë 


di man lays plans and slays an i; 

ch e legal reprisal. When a motorist allows his c 
trol of it on a busy street killin 

d to kill them. 

g a youth snatch 


anice à 
cally defective and loses con 


People, he may be excused because he did not inten 
Uh, as extreme moral indignation upon seeing t t 
We 88 cents from a smaller boy. We note scant indignation being 
thet a 5 to the buyers and sellers of homes when they loudly proclaim 
shoul 5 minority is moving into the neighborhood and that owners 
grou € sell while the prices are still good. Thus the members of the first 

P are deprived of their homes and the members of the next group are 


epri : 
Prived of the full value of their purchases. 
at they must not bear false witness, yet any 


the press. radio, and television that each 
r than any other, that each of dozens 
other to make us look like we do 
ght ponder the extent to which 
an important profession—impor- 


day in UM young th 
of man near it proclaimed by the 
of hand io iti is much healthie 
Not y 3 otionis is more likely than any © 
vork with our hands. The reader mi 


the | 
— ting of false witness is becoming 
193) P. Sandburg, The People, Yes (New York: Harcourt, Brace and Company, 
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tant enough that we even award degrees to our youth for becoming 
proficient in it. We cite The Hidden Persuaders * as an excellent di^ 
discussing this phase of modern living. Some schools tell every pupi 
that he could be valedictorian if he would try, knowing full well that 
only one can be. 

dt is interesting to comment upon the role of growing up in terms of 
approved morality. It is most difficult to teach a little child to bear false 
witness, to lie. One of the oldest of our moralitie 
authority, respect for status, be that authority the parson, the president, 
the mayor, the policeman, the teacher, the parent. M 


any grownups never 
: i à neve 
become free from the fear of displeasing their parents. We nate uli 


dismay that some of our students who are teachers accept from their 
principals the indignity of public ridicule and fault-finding which they 
would accept from no other person on earth. When they were little chil- 
dren, they learned to be afraid of the principal and they have never out- 
grown their fear. By some this might be called conscience. 

Allport observes that “If we encounter in a personality fear of divine 
punishment as the sole sanction for right doing, we can be sure we are 
dealing with a childish conscience, with a case of arrested develop- 
ment.“ He continues to point up that conscience grows in three im- 
portant respects: external sanctions give Way to internal; experiences of 
prohibition and fear give way to experiences of preferences and self- 
respect; specific habits of obedience give way to self-guidance, to a broad 
schemata of values that confer direction upon conduct. 

We have been urging that a brittle and fixed conscience is inadequate 
to twentieth-century living, that inner controls guided by intelligence must 
Serve as dependable guides. Let us consider some other present-day 
problems. On the busy street the double-parker saves himself a few steps 
by inconveniencing hundreds of people, who must drive past him in single 
file. The pedestrian who walks into the street against the red light in- 
conveniences numerous motorists and seldom saves himself any time. The 

red light endangers the well-being of a goodly 
number of pedestrians. Traffic laws cannot be based upon long-time 
morality, nor upon the impulse of conscience. They result from careful 


study to provide the safest, freest-Howing movement of people—motorists 


s is our respect for 


motorist who beats the 


Vance Packard. The Hidden Persuaders (Ne 
1957. New York: Pocket Books, Inc., 1958). 
t Gordon W. Allport, Becoming (New Hav 


w York: David McKay Company» 


en: Yale University Press, 1955), p- 73. 
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and pedestri 
destrians bv 
people experi . Only by competent observance of these regulations can 
xperience convenie S gula S C: 
garded : ice convenience from them. Rarely is their violati e 
to be immoral y is ir violation re- 


In d. 
days past,! 
ys past, a good man saved a considerable part of his income 


al property, a part of which he 


That i 
at incor 
(tie «vas largely 
was largely goods and re 
n. As this is written, we are 


eould lav acida f. 

m bens z times of meager productio 

idend o a i iate our savings, not to leave our money in the banks; 

relieve the 2 a pe liberal program of social security which will 

tibus —— dé ual of fear of want and starvation should he lose his 

Bema unable to work. 

Yet ince " m deliberately throw 

Sticks ie hold stook in corporations V 

Was his own " per the air for all to breathe. In a farm cu 

Bie ör nal „oss and he could work as he felt. He could choose to go 

valid ibd He barn or dig post-holes with his own feelings being of 

put great a Modern business, industrial, and social organization 

time he x in punctuality, in one’s being where he is needed at the 
For our time the notion that conscience 


a handful of soot in a child's face. 
vhose factories belch 
ilture, a man 


is the ; is expected to be there. 
nner " 
»er voice of the herd will not suffice. 


thoughtful, to respect facts, to em- 


the capacity for altruism—the 
feel, Altruism is prompted by 
admonition, “As 


[e 

ploy Sin ip must impel us to be 
Sensing and i highest level of ability: 
rue concer caring about how other people 
You do to 15 for others, which can be summ 

u do unto me. 
cession. It w 
ere out of W 


ed up in the 
" In 1958 we passed through 


as said to be minor 
ork. A mature 


he lane 
What She e least of these, yo 
ed a mild re 


Jeg commentators call 


ause 
—— six or seven million people w 
" e would not consider this minor for those seven million people. 
pill Maulden's wartime cartoon in which 
a bomb crater—the 


Nave ] 
deen tsi 
en trying to locate 


10 g 
sho 
wed ; 
d a dozen or two sl g about 


ain men lyin 


Suht; 
titl 
e“ à 
t was only a minor engagement! 
Devel Let us now consider some Ways 
i M 42 . D n 
E Goodness and conditions for building good- 


We wish to view 
ormity but as 
generous 


1 the young. 
ter not as confi 


developing. 
of world-wide 


ness il 
charac 
a creative, 
rib to a sense 
In the life of 


in 
t the Young 


Bro; 


Tes 


shness of the c 


all people: every child 


Wth, fr 
Donte the complete selfi 
ility for the well-being of 
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there must be a sense of moral orderliness—in his family, in his neighbor- 
hood, in his whole world as he perceives it. To this orderliness a reason- 
able degree of conformity is practicable and desirable. The subsoil of 
good character is a system of habits necessary for living smoothly and 
eongaially with a minimum of friction and wasted motion so that more 
important, more humane activities can be pursued. 

To some of the elders moral education h 


as meant teaching n system 
of “thou shalt’s” and “thou shalt not’s, 


based upon supernatural sanction, 
with promise of punishment to violators. It is interesting to consider 
whether the precepts enunciated by the world’s great religious leaders 
have been pronounced because they seemed to be true—that they were 


not made true by the prophets’ utterances of them. 


All social groups behave in terms of a system of values to which they 


adhere. We need to teach the young that we believe when we cannot 
know, that belief is certainty without knowledge, that as knowledge ac- 
cumulates, beliefs are modified. Men of high moral principles once be- 
lieved that malaria was the result of bad air. One of the lessons of history 
is that man has tended to become quite upset about threats to his belief. 
As the King says in The King and I, we are quick to fight about those 
things that we don’t know are so. Man has seldom been annoyed by 
another's rejection of a fact. Some of us might well note that we can 
judge the sureness of our own knowledge of a subject by how emotional 
we become in discussing it. We can’t get in much of a fight about the 
time of day; we often have noisy discussions about what time a sixteen- 
year-old should get home at night. Most of the people in the world are 
still flexing their muscles and amplifying their voices for the beliefs we 
express in our Declaration of Independence and our Constitution. Much 


led in the efforts of some men to impose their beliefs 
upon other men. 


When American schools were first started. 
the value of precepts in moral education, 
books for little children c 
reciting precepts, such as 
with the disposition to be 
in honesty 


; adults held a great faith in 
All early readers and story- 
arried moral lessons, It is quite unlikely that 
“Honesty is the best policy," has much to do 
honest. Opportunities for finding satisfaction 
are far more productive, Arousing in a child the impulse to do 
a good thing without giving him immediate opportunity to do it relaxes 
rather than strengthens his character. 


Slogans have been heavily relied upon as guides to conduct. One 
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is misinterpreted by some to mean that once you have done your good 
deed you can do as you please the remainder of the day. Today we start 
our fights and our football games by singing “The Star Spangled Banner.” 
Most legislatures have imposed upon teachers and students the obliga- 
tion of pledging allegiance to the flag whenever they meet together. We 
have scant reason to believe that blind repetition of slogans improves love 
of country. Too often we hear persons proclaim loudly “I love America,” 
when they love few Americans; when they ruthlessly deface the country- 
side with ugly mining operations, and scores of acres of identical houses; 
when they toss garbage on America's streets, and belong to organizations 
that are undermining American ideals. We are sometimes wearied by 
grownups who insist “I love children," but can't stand the childish be- 
havior of any one of them. We are inclined in such circumstances to agree 
With Shakespeare and say, “Methinks thou protesteth too much!" We do 
not deplore the use and repetition of some 
slogans. We once knew a three-year-old who 
Stopped hitting other children when his 
mother repeated to him several times daily, 

Hands are to love with, not to hit with." 
And a few years later, his father bought him 
boxing gloves for Christmas! A goodly num- 
ber of teachers have reported hearing some 
youngsters say to others, “T can't hit you now 
because this is Brotherhood Week. I'll get 
you next week.” 

. We would like the adult community to 
give up, as rapidly as the inertia of habit will 
Permit, calling childish behavior naughty or 
bad or good. Instead of proclaiming “You are 
a bad boy,” we would better inquire, “What 
Were you thinking about when you did that? 
Did you think how Josie would feel when 
you hit her?” Certainly we are actively un- 
dermining character when we tell boys and 
girls that their normal childish behavior is 
bad. We refrain from running through the 


halls not because running is naughty, but be- 


organization for boys has as its slogan, “Do a good deed daily,” which 
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cause the building is poorly constructed, there are too many children in 
the hall at a given time, Mrs. Jones’ migraine headache can't take running, 
or the principal has pictures in his head that we must respect. 

The young human does not learn character by thoughtlessly accept- 
ing the domination of his elders. A basic condition for character develop- 
ment is the opportunity to make thoughtful choices in planning enter- 
prises, and to live by these choices. Goodness results from foresight, from 
the clarity of the preview of the probable effects of certain behavior, and 
from a feeling of personal responsibility for these effects. In general, those 
aspects of behavior which we call character are learned to a marked 
degree in accord with the principles guiding all learning, Thus growth 
and maturity in the insights made possible by growing intelligence affects 
one’s ability to be dependably good. We recall knowing a feeble-minded 
girl who was so devoted to her teacher that she stole her pocketbook 
whenever she got a chance. She was then carefully taught that she must 
not steal Miss Rino’s pocketbook, and she did not steal it thereafter, How- 
ever, she would steal her handkerchief or steal someone else's pocket- 
book. This girl did not have the mental power to generalize from her 
specific teachings. 

Certainly the culture itself, the family, the neighborhood, and asso- 
ciates at school are the most important factors in character building. It i5 
important that the moral tone of these groups be harmonious. A home or 
school confused in its beliefs, at cross-purposes in its values, will under- 


mine the child's character development. A teacher who urges all pupils to 
be polite and considerate while subjecting them to the indignity of public 
correction undermines character. All of us can remember instances in 
which a grownup in extreme rudeness demanded that a child be courte- 
ous. No character was taught by that procedure. 
As the individual makes choices, he must live 
is to result in positive learning. Little Tommy was so moved by his visit 
to a poor section of the city and by an appeal that old clothe 
settlement house which he visited that he packed up all his garments. 
excepting those he wore, and sent them off to the poor. His mother was 
so delighted with this premature outburst of generosity that she im- 
mediatelv replaced all his garments with shiny new ones and threw in 
a pair of cowboy boots as a bonus. She thus robbed him of the learnings 


that come from having to live bv one's own choices. 


by them if his behavior 


s be sent to a 


Some of us are worried by the current expectation of immediate 
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rewards for good behavior. “What is in it for me?” may be taught by a 
school that gives marks, maintains honor rolls, exercises the credit system, 
gives special privileges for special endeavor. A well-known columnist 
giving personal advice received this inquiry: “Don't you think if a person 
gets all A's and B's on her report card she should get something for it? 
Especially if her parents have an above-average income?” 

Throughout creation the elders have sought to control the morals of 
acts of reprisal for “bad” behavior and 


the younger and other subjects by 
all cultures hell is pictured as the 


promises of pleasure for goodness. In 
most uncomfortable place imaginable while heaven is a composite of all 
cherished pleasures. Doubtless character is built by the reward-punish- 
ment; pleasure-pain principle. Goodness will be adopted as a way of life 
if it brings gratification. Goodness or morality is a long-range, widespread 
To be effective the rewards must be the 
confused with bribes, or 
appears that the basic 


view of human satisfaction. 
logical outcomes of behavior and must never be 
promised rewards. Bribes undermine character. It 
rewards, apart from creature comforts, are: appreciation of associates, ac- 
ceptance, and the granting of additional responsibilities in a group. The 
only effective punishment is a genuine sense of failure to attain one's 
inner goals, 

. We wonder at the strength and persistence of the notio 
infliction of bodily pain upon a child is necessary for his proper character 
development. So many grownups express the belief that the adult not 
only has the right but the obligation to inflict injury upon a misbehaving 
child. The practice of inflicting bodily pain was developed by kings to 
control their subjects and by slave-owners to control their slaves. In terms 
a large person to control a small 


n that the 


of moral principle it is no more right for 
Derson by physical violence than for a large nation to control a smaller 
one. You might ponder the extent to which we call a child good as he 
exhibits the qualities slave-owners sought to develop in their subjects. 
Today our cities are calling “bad” many young humans who are doing 
nothing more than engaging in childish behavior in inappropriate cir- 
cumstances, 
arning to be good are quite as important as the 
a football player. Boys and girls 
auty if they have other adequate 
will be relatively inactive and 
express their exuber- 


The facilities for le 
facilities for learning to be a typist or 
will keep off the grass and cherish its be: 
Open space in which to play. Youngsters 
quiet in the living room if they may go elsewhere to 
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ance. A wise historian has observed that civilization has been a process 
of giving up low-level freedoms in order to secure them at a higher level. 
Restriction is good for the young only if it makes sense to them by making 
their lives more free and more gratifying. Wise teachers do not restrict 
children merely to accustom them to restrictions, Without seeming soft in 
our attitudes, we should like to insist that it should be reasonably easy 
and immediately sensible to be good. 

This chapter has been offered neither as a deep scientific explanation 
of character nor as a set of directions and principles for building character. 
It is intended principally to stimulate you to be thoughtful about the 
moral and character problems of our time and to take your full share in 


promoting good living for those about you as well as for all young human 
beings everywhere, 


Suggestions for Further Exploration 


> If you are studying a person age ten or over, talk with him to get the 
answers to the following questions. After your talk. 


» Study the responses you 
get to see if the deductions and inferences of this ch 


apter seem valid to you. 

What things do boys and girls your age do that adults think are wrong? 

What things do boys and girls your age do that adults think are right? 

What do you think makes a good person? (You'll probably have to probe 2 
bit. Search for answers that pertain to in-school 
tivities.) 


What do adults do that boys 


and out-of-school ac- 


and girls your age think are wrong? 


> Jot down all the ways you are dependent upon others and all the ways 
others are dependent upon you. Does this help to make vivid some of the 
problems of being “your brother's keeper”? 


> What are some of the non-conformities your community, your school, your 


social group frowns upon? What do these attitudes mean in character develop- 
ment? 


> Spend a couple of hours in a public school noting 
and all the appeals to selfishness that 
adults. Discuss your findings with some 


all the appeals to altruism 
are made by the teachers and other 
of your classmates, 


> List some important problems of modern life that dem 
of conscience. How have moral concepts changed since t 
The beginning of our nation? The turn of the century? (You might want to dis- 


cuss this with your parents.) What do you predict will be the functioning moral 
concepts of 2060 that are different from present-day ones? 


and the functioning 
he Roman Empire? 
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Additional S res You May Find Helpful 


Brock Chisholm, Can People Learn to Learn? New York: Harper and 
Brothers, 1958. 

A dynamic statement by the former director of the World Health 
Organization on world problems and the moral issues they present to man. 
Excellent chapter on education in the modern world. 


Erich Fromm, Man for Himself. New York: Rinehart and Company, Inc., 
1947. 

A perceptive statement on the theme that every individual is the 
nucleus of his own universe and yet man cannot exercise human qualities 
without being concerned about how others are faring. 

Lewis Mumford, Faith for Living. New York: Harcourt, Brace and Com- 
pany, 1940, 

An essay on the values that are enduring in our culture. 

T. V. Smith and Eduard Lindeman, The Democratic Way of Life. New 


York: Mentor Books, 1951. . 
A classic discussion of the values of democracy, presented as ideals by 


Smith and empirically by Lindeman. The discussion by Lindeman is most 
helpful to those who wonder about the functioning of the classical ideals 
of democracy in a modern technological culture. 
William Graham Sumner, Folkways. Boston: Ginn and Company, vy 
Written by a minister at Cambridge who became acquainted 8575 
People from differing cultures of the world. By visiting with these people 
he perceived that morals are relative and a function of the circumstances 
in which people live. 


The creeds of the great religions of the world and statements of philosophers 
Who represent varying cultures are rich sources to explore as you consider the 
meaning of character. A very few are listed below. 

The Bible—encompasses the Hebraic-Christian belief. 

Bhagavad Gita—a great Hindu epic encompassing the prevailing Brahmanic 

belief 


Laotzu’s The Way of Life—a Chinese philosopher of 600 n. c. whose words 


Were recorded by those who came after him. 


Kahlil Gibran's The Prophet—a Syrian-American philosopher's attempt to 


State the great truths of life as he saw them. 


The Koran—the scriptures of the Mohammedans. 


SECTION TWO 


Growth 
irom Conception 


to Young Adulthood 


This section presents detailed information that you as a 
to understand the boys and girls 


an to work. Since growth is a con- 
n be 


beginning student need in order 
with whom you are working or pl 
d to understand, as much as ca 


ü 
inuous process, teachers nee 
] from conception to the 


ascertained, what happens to the individua 
time that he leaves high school. Ideally, our story would extend 
through the entire span of life, but since we have limited space and 
you have limited time, we shall be satisfied with discussing what have 
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come to be known as the "growing years." We hope that your inquisi- 
tiveness will lead you to investigate other ages and stages. 

You may wonder at the amount of space devoted to the pre-school 
years. Today a teacher deals with one small segment of the lifespan 
of a growing child. No phase of any process can be seen clearly nor 
its special functions appreciated without seeing and experiencing it 
as a whole. Many teachers and parents display near mania for rushing 
the child out of whatever phase he is in. 

We believe that child life would be much richer and teaching 
more effective if all teachers-in-training, whether for first grade or 
twelfth-grade physics, were to spend much time with pre-school 
children. At this age change is so rapid as to be readily perceptible. 
One can see wonder, curiosity, experimentation, and gratification 
arising from new insights and skills. The changing and ever-vital roles 
of the elders (teachers) are clear. Behavior cannot be demanded; 
learning (lessons) cannot be assigned. We hasten to add that no 
wisdom results from flitting here and there to observe the cute, char- 
acteristic behavior of little children. It takes time to watch and 
perceive the process of growth. Did not American education make 2 
grievous mistake when it moved the older children away from the 
little ones? Too many parents have grown up knowing few younger 
children until they hold their own. 

We have been confronted with a dilemma in writing this section; 
namely, how to discuss growth in an organized, integrated fashion 
without appearing to endorse the concept that growth can be divided 
into discrete, normative stages that apply uniformly to all children. 
At one time we planned to discuss the mental development of the 
individual from birth through adolescence; then the physical, the 
social, and the emotional. This division of the human being into four 
separate entities denied our basic philosophy. We discarded that 
scheme. What we have decided to do is consider the individual 
whole but for the sake of clarity to discuss important aspects of six 
developmental phases of life, holding in mind that human beings do 
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"FEE from one stage to another as a cocoon pops into a butterfly. 
The six phases are arbitrary and represent nothing more than 
convenient pauses for observation and interpretation. We begin with 
the pre-memory age; this is followed by the pre-school years. From 
this point on we use the school divisions as convenient pegs upon 
which to hang our discussion: early elementary childhood (ages five 
to eight); the middle years of childhood (ages nine to eleven); early 
adolescence (ages twelve to fourteen ); adolescent-young adult (ages 
cus is to discover the tasks the 
as he matures. These are called 
contrast with what 
velopmental 


fifteen to eighteen). Our primary fo 
individual himself is really working at 
the developmental tasks? of growing up and 


Society demands of the individual. The concept of de 


tasks is us " ` 

t sks is used because it seems less misunderstood than that of the 
needs” of indivi e : ; 
eds" of individuals since it combines both the personal and social 
lopment in living in one's 


üchiev. — i 
evements necessary for continued deve 
probe into the 


culture. As we discuss these developmental tasks, we 
why’s of behavior as they emerge in relation to the tasks at hand 
and as they have significance for future growth. 

n the progressive development 
which he is capable of maturing. The 
ned manner is characteristic 
physiological being is 


We use growth to mea of the in- 


dividual in all the ways in 
Process of growth in a sequential, patter 
of all life. This process when applied to the 
called maturation. All life has within its structure the urge to grow. 
split the rocks as it absorbs 


Ohcey " 
bserve the simple plant life, lichen, 
d in a pot of soil and watch 


enough food to grow. Plant a bean see 
the tiny germ split the hard, tough bean as it springs to life. Take 
note of a newborn colt and return in a few hours to see its wobbly 
legs already strong enough to support its cavorting. All life has 
Within it the determinants to grow as the species to which it belongs 
an oak and a pine scale a pine tree. Each of 


Srows; an acorn yields 
-by-step through sequential patterns. Not 


t 
hese has progressed step 
— 


man, Robert S. Havighurst, Human Deve 
s, Green and Company, 1953). 


lopment and Education (New York: Long- 
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all the specimens of a species grow at identical rates nor to identical 
extents. Some specimens grow much faster and more wholesomely 
than others. Even among seeds that have been carefully selected for 
superiority or among animal life wherein eugenics has been applied 
to produce uniformity, variations in rate and form of growth result. 
This leads us to the answer to one of our first why’s. Today we accept 
the fact that all life is intricately and inexorably linked with en- 
vironment. Growth and survival depend upon some satisfactory 
adjustment to environment. 

You need to know some of the principles that govern growth. 
One of these is the principle of differentiation. By this we mean that 
growth proceeds from the simple to the complex, from the general 
to the specific. You will note that in the beginning of prenatal life 
the first cells are all the same kind. As growth continues, various cells 
are differentiated to form specialized tissues and organs; some be- 
come skin, others nerves, others bone, some fat. The general becomes 
specific. Differentiation occurs also in the acquisition of learning 
skills. The infant first learns to press both feet against the ground, 
then he differentiates his muscular and neural coordination so that 
he learns to press first one foot and then the other. Later he learns to 
make continuous movements with both feet and still 1 
movements but in opposing directions. In the 


ater continuous 
psychological realm 
most of us as adults still see things generalized at first. We look into 
a nursery thinking, “Why, all those babies look alike." Then nurse 
holds up the baby we came to see. Immediately we differentiate. 
This baby is different. We have gone in our perceptions from the 
general to the specific. 

A second principle of growth that is a corollary of differentiation 
is that of integration. As new skills are acquired, new learnings taken 
in, as the bodv grows and changes, the individual is 'alled upon to 
integrate these "newnesses" into his old self. This requires a process 
of disorganization so that a higher organization may emerge. All 
life is a process of differentiation and integration. During periods of 
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growth in which differentiation is the dominant process, the indi- 
vidual is more restless; he is more demanding of his environment for 
he is reaching out to take in all kinds of experiences. We say that he 
is hard to handle at these times. Such periods are followed by periods 
of integration in which the human being is assimilating that which 
has been taken in. He is learning how it fits with all the rest of him. 
He is trying it out in various situations. He is learning to be com- 
fortable with it, to make it part of himself. These periods of growth 
are pleasant, smooth. The individual is less demanding and we adults 
are pleased. As you read this section, you will note that as the infant 
£rows to adulthood there is an ebb and flow between differentiation 
and integration. During the first fifteen months, for example, he 
learns to walk and to work his voice box. He learns, too, how his 
family feels about his explorations as he begins to toddle. Then follow 
à few months of integration when he is a delight to himself and to us 
before some other developmental tasks demand his differentiating 
again. 

Reorganization into higher, more inclusive patterns is another 
Principle of growth. A child learns first to walk by utilizing opposing 
movement. As the body becomes organized to achieve more intricate 
balance, a tricycle may be mastered. This is followed by a bicycle 
which requires even higher, more inclusive patterns of balance and 
of Opposing movement. As growth occurs, the individual is capable 
of mastering more complex patterns of thought requiring a reorgani- 
zation of ideas and data. The baby’s use of his arms is more highly 
integrated as he matures so that he can reorganize his movements to 
use his thumb in opposition to his fingers. These are illustrations of 
More inclusive organization through differentiation. 

We have discussed previously the principle of unevenness of 
&rowth. Not all parts of an organism grow uniformly, Many early 
adolescent girls are uncomfortable about their big feet. They are 


Victims of uneven growth patterns. The unevenness of growth during 


adolescence makes boys seem unnecessarily clumsy as they stumble 
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over furniture, drop china, and the like. Nor does growth proceed at 
a uniform, steady rate. Growth occurs in spurts, but there is some 
degree of predictability as to when growth spurts are likely to occur. 
The infant's first year is one of tremendous growth. This is followed 
by a few months of relative stability before he goes on to other 
growth patterns. One important fact to remember is that. growth 
peaks heighten the individual's susceptibility to damage. Growth 
spurts place an emotional strain upon the youngster, for he is having 
to make many adjustments very rapidly. This leaves him confused. 
During such peaks, outside pressures and restrictions should be held 
to a minimum if the individual is to attain his full potential of 
uniqueness. This is the reason for our great concern about the un- 
duly restrictive quality of the school during the early adolescent 
years. 

By their interests—self-generated activities—children reveal their 
growing edges. This principle of growth is frequently ignored in our 
schools. When a child first stands alone and recognizes his achieve- 
ment, he does it again and again. Mothers are *worn to a frazzle” 
keeping up with the child who has just learned to walk. The toddler 
who has gained the independence to be outdoors by himself cant 
spare time for meals or naps. Nature seems to provide the urge to 
practice dawning capacities. This is drill. Drill which is imposed 
before capacity has dawned retards development. The child must 
have needed space and freedom to develop new capacities. The 
meaning of new behaviors must be recognized. For example, when 
the child grows enough to climb out of his crib, we do not spank 
him back into it, nor put a lid on top of it. We provide him a bed 
without sides and put pillows on the floor. 

Another principle of growth that one needs to understand in 
working with growing boys and girls is that social, emotional, and 
mental development tend to be closely related to inner physical 
growth. Physical growth often gives us the cues that something is 


happening in the less observable areas of life. This is particularly 
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true in the early years. It is important to discern individual patterns 
and rates of maturation of those we teach if we are to understand 
their perceptions of their own developmental tasks at any given 
point of maturation. Aldrich stated: 


In the early years of childhood, physical and mental functions are so 
merged in the plan of growth that thev cannot be considered separately. 
In fact, at this age mental growth is measured bv physical accomplishment. 
Since this is so, there can be no mental hvgiene as sharply distinguished 
from physical hygiene. Considerable physical care is good mental hygiene 
in infancy. To give a baby all the warmth, comfort, and cuddling that he 
seems to need; to meet his wishes in the matter of satisfying and appropri- 
ate food; to adjust our habit-training to his individual rhythm; and to see 
that he has an opportunity to exercise each new accomplishment as it 
emerges; these are the beginnings of a forward-looking program m mental 
hygiene.? 

_ 


Y ? C, Anderson Aldrich and Mary M. Aldrich, Babies Are 
ork: The Macmillan Company, 1954), pp- viii-ix. 


Human Beings (New 


The 
Pre-memory 


hoe 


Bus to consider—what 
is the first memory you have? Are 
you sure you actually remember 
this experience or have you heard 
the story told so often that it seems 
as if you remember it? Do you re- 
call wondering as a child why you 
couldn't remember when you were 
a baby? Do you sometimes look at 
an infant now and wonder what is 
going on behind those bright eyes 
as eager hands reach out toward 
you? This is one of the mysteries of 
life. How does memory begin and 
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why? We have enti i 
r aave entitled this ch: -me i 
„ s chapter the pre-memory age because we wish 
^ s growth from conception to about two-and-a-half years of age 
ometime ar PN MR Pe k 
in e around this age impressions survive in vague memories. Since 
ca n i i 
: € remember this span of our own lives, our major source of data 
1s whe m ay f 
" hat we can learn from observing the growth process in others. Since 
he first ni Y insi ^i 
; 2 nine months of life occur inside the mother's womb, this segment 
IS subje Tut ; i 
bject to limited observation. Much then has to be inferred about life 


during this period. 


e Today each of us consists of 
about twenty-six billion cells, most 

of which are continuously being re- 

newed as the old ones wear out. 

into the most complicated 


The ; 
se twenty-six billion cells are organized 
hemical 


es iowa on this planet—involving continuous e 
iis ins diis variety, and voluntary and involuntary functions that 
Pesta Aa = op aws of physics. Because so little about prenatal life is 
"t lide us Hn aes to consider this discussion as suggestive rather 
Bith asa sive. We present a simplified description of growth before 

S it seems to occur, and indicate some of the significances of this 


process 
ss to the student of human behavior. 


Conception 


id begins with conception. It really begins for each of us as à 
cell) 9 5 3 (male germ cell) and a particular ovum (female germ 
6 Aia their process of maturation. All cells b the human body with 
Se of germ cells have twenty-four pe (forty-eight) of chro- 
oe s, which are rod-like structures present in the nucleus of each cell.* 

germ cells can unite, a process known as reduction-division takes 


Ps his means that each germ cel 
kan one-half of the forty-eight chror 
n take place. Within each chr 

S which are the trait-carrying bits of lif 
— J 


1 F 
hansk us a more detailed discussion p I 
bp. 4d», Frolution, Genetics, and Man (New York: John Wi 
-Tl. It is now believed that each cell has forty-six chromosomes. 


num 
ber seems of little importance to the classroom teacher.) 


l splits into two cells, each of which 
mosomes. Not until this occurs can 
omosome, it is believed, are the 
e. Since no one person can have 


enon, consult Theodosius Dobz- 
ley and Sons, Inc., 1955), 
(The precise 


of this phenom 
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transmitted to him through the genes more than half of the total number 
of traits available within the chromosomes, the chances for individuality 
increase to infinite degree. At the time of fertilization, reduction-division 
has taken place; the ovum and the sperm are ready to unite to form a new 
life. 

The chromosomes within the sperm are of two types, the X-chromo- 
some and the Y-chromosome. In the reduction-division of chromosomes, 
some sperm cells carry twenty-four X-chromosomes, and some carry 
twenty-three X-chromosomes and one Y-chromosome. All of the chromo- 
somes in the ovum are X-chromosomes. If the ovum joins with an X-chro- 
mosome sperm the sex of the individual is female; if with a Y-chromosome 


sperm the sex is male. Thus far, no way to control this process has been 
found, 


Female . Male a 
X Eggs X X Sperms Y 
Girl Xx Boy XY 


Sex is determined at time of conception. If male contributes 
X-chromosome, new individual will be female. If male contributes 
Y-chromosome, new individual will be male. Adapted by permis- 


sion from Elements of Genetics, 3rd ed., by E. C. Colin. Copy- 
right 1956, McGraw-Hill Book Co., Inc. 


The sperm is microscopically small and is vigorous. Sperm cells are 
plentiful and very much alive, They have the capacity to swim and are 
provided with whiplike tails. The male has 
cells so he is almost always capable of impregnating the receptive ovum. 
In contrast, the female normally produces only one mature ovum each 
lunar month. It lives about a day. Since the sperm can live for several 
days in the woman’s body, fertilization may be the result of sexual inter- 
course within a period of three or four days each month. The ovum is 
smaller than a flyspeck, but is visible to the naked eye. It is lethargic. 


à continuous supply of sperm 


Prenatal Growth 


When the sperm and ovum unite, they immediately begin to divide 
and multiply, adhering to each other. This accumulating organism is 
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called the zygote and is designated by this name during the first two 
weeks. After that we call the organism an embryo until the beginning of 
the third lunar month (eight weeks); from then on the organism is known 
as a fetus until birth when it becomes a neonate (newborn) very briefly 
for a period of about two weeks. These names, you understand, are just 
convenient labels agreed upon by biologists. They do not designate dis- 
crete periods of growth. The zygote spends its brief life of two weeks be- 
coming embedded in the uterus of the mother and preparing its home 
Within the womb. 

During the process of implantation 
Structures are formed to provide nourishment for 
newly-begun life. These are the placenta, the umbilical cord, and the sac. 


, as it is called, three special 
and to protect the 


Umbilieal Placenta 


Cord 


Amniotic 
Fluid 


Human embryo in the uterus. Adapted by permission, Encyclo- 
paedia Britannica, 1953 edition, Vol. 19, p. 169. 


At the point where the zygote puts out feelers which push through the 
blood vessels in the uterine wall, the placenta develops. The feelers 
branch and intertwine until they finally form a fairly solid mass. This is 
the Placenta, The baby-to-be floats in a sac, filled with amniotic fluid, 
that is connected to the placenta by the umbilical cord. The umbilical 
Cord, attached to the zygote, has blood vessels but no nerves. The ma- 


ernal blood flows into the placenta carrying oxygen, hormone 
Water, and nutrients. Some of these substances are sucked from the 


Placenta into the umbilical cord and carried to the embryo. The wastes 


s, viruses, 
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of the embryo are carried back to the placenta and filtered back into the 
mother's blood. In other words the umbilical cord carries food from the 
placenta to the embryo and waste from the embryo back to the placenta. 
The placenta serves as a screen through which whatever reaches the 
life within the sac must be filtered. While the umbilical cord connects 


the mother and the embryo, no direct connection exists between the 
maternal and embryonic blood streams. 


During the life of the embryo, which you remember is six weeks (from 
two weeks to eight weeks of age), most of the structural organization ofa 
human being occurs. The embryo, measuring about an inch, is suspended 
in its two-inch sac. Within that inch-long body are the beginnings of 
bones, muscles, nerves, sensory organs, internal organs, arms and legs. The 


Embryonic development of human organism. Adapted by per- 
mission from Textbook of Healthful Living, 5th ed., by Harold S. 
Diehl. Copyright, 1955, McGraw-Hill Book Co., Inc. 
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heart, which begins as a simple tube, has begun to beat; the spinal cord is 
laid down in full; blood flows through microscopic arteries, and muscles 
are capable of twitching. The face has taken on human characteristics. 
We note that the embryo grows from the head down and from the central 
axis of the body toward the extremities. As an illustration of this, the 
head of the beginning fetus is one-half of its total length; at birth, the 
head is one-fourth of its length; in the adult, the head is only about one- 
5 the total height. The baby first performs intentional acts with 
i uscles of the face, later the throat, and still later with arms and 
egs. Coghill describes the significance of this principle as it relates to 
learning throughout life: 


The principle may be stated thus: The behavior pattern from the 
beginning expands throughout the growing normal animal as a perfectly 
integrated unit, whereas partial patterns arise within the total pattern and, 
by à process of individuation, acquire secondarily varying degrees of inde- 
pendence. According to this principle, such an entity as a "simple reflex" 
never occurs in the life of the individual; complexity of behavior is not 
derived by progressive integration of more and more originally discrete 
units; the conception of chain reflexes as usually presented is not in accord 
with the actual working of the nervous system. On the other hand, within 
the total, ever-expanding integrated organism as à whole, partial patterns 
emerge more or less and tend toward independence and dominance, but, 
under normal conditions, always remain under the supremacy of the indi- 
vidual as a whole. An inappropriate degree of independence or dominance 
of a partial pattern constitutes abnormality or perversion of behavior.’ 


d lunar month we call the life within the 
til the seventh lunar month (twenty-eight 
recognize as human. By the third 
gh formed to distinguish his sex. 
his teeth begin to take shape deep within his 
and begin to form connections. His begin- 
amount of urine. The 


Beginning with the thir 
Womb a fetus. From then un 
Weeks ), this bit of life becomes what we 
lunar month his sex organs are well enou 
His nails begin to emerge; 
small gums; nerve cells appear 
ning kidneys are even capable 
fourth month is distinguished f 
terns which are life-long. Arms and legs mo 
head rotates; the mouth opens: the tongue 
the fetus is about six inches long and weighs 
lunar month, the mother probably first begins to 
— 


of secreting a small 
or the beginning of many movement pat- 
ve; hands open and close; the 
and lips move. By this time 
about four ounces. In the fifth 
feel the movements 


*G. E. ay “The Early Develo pment of Behavior in Amblystoma and in 
Coghill, "The Early Devi it 1929, Vol. 21, p. 989. 


Man,” 3 ) ; 
in.” Archives of Neurology and Psychiatry, 
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of the baby. In former days, it was believed that this was 
when the baby came alive; this period was then known 
as "the quickening." By now the fetus has twelve billion 
nerve cells, all this human will ever have. The cerebral 
cortex has become differentiated into several layers. By the 
end of the sixth lunar month all of the essential anatomy 
and physiological processes have been established. The 
skin is red and wrinkled. The glands are coming into 
action. The digestive system begins to work. From this 
point on growth is largely an increase in size, complexity, 
and organization. 

The baby has a 10 per cent chance to survive if he is 
born during the seventh lunar month and a 50 pcr cent 
chance during the eighth lunar month. This gives some 
indication of the importance of the quality of growth after 
the baby's anatomical structure is complete. From the 
seventh lunar month to birth, the fetus grows in length 
from about fifteen to twenty inches and from about two 
and a half pounds to about seven pounds. During the last 
two lunar months he fills out rapidly, his skin fades from 
red to pink, and he begins to shed his prenat 
He may start sucking his thumb—thus exerc 
tion much needed at birth. 

This brief description can do little more than intro- 
duce you to the wonder of life and entice you to explore more deeply this 
period of growth. Note the suggestions at the end of the chapter. As you 
read about prenatal life, notice the many applications of the principles of 
growth. Perhaps you are asking why it is important to include a discussion 
of prenatal life in your study. In addition to knowing how life starts so that 
you may understand the continuity of all behavior, the thoughtful student 
discovers his knowledge of this period of life expl 
which no other causes are found. 


al body hair. 
ising a func- 


ains many behaviors for 


Prenatal Inheritance 


Each of us, as we have seen, inherits a set of genes which are uniquely 
our own. No other person has a set like ours. These genes set patterns and 
limits to what we can do, for in them are carried our traits. We also in- 
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e become is the result of the dynamic 


interaction between our genes and our environment. The environment for 
each of us also is unique. It is never the same for two individuals. The 
al heredity is the prenatal environment for 
), as distinct from fraternal twins 
fertilization of two ova. Fraternal 
are interested in a 


herit our environment. What w 


closest we come to identic 
identical twins (the result of one ovum 
Which are the result of the simultaneous 
twins are no more related than other siblings. If you 
more detailed study of twins, read Newman.? In most cases, limits set by 


the genes constitute ceilings so high that they do not thwart development. 
anged by environment. We are witnessing 


f radiation in the atmosphere 
o insure an optimum 


Furthermore, genes may be ch 
the threat of this today as the percentage o 
Is being markedly increased. Much can be done t 


nvi B 
environment for prenatal existence. 


Effects of Prenatal Environment 
Upon Growth 


id of the mother is an important factor. Studies by Sontag," 
"- rs Warkany,* and Murphy * show that maternal nutrition in the 
carly stages of fetal growth does affect the infant. Mothers who have 
inadequate nutrition during pregnancy usually give birth to infants who 
have white striae in their tarsal bones at the end of the first postnatal 
month. Physical abnormalities seem to be related to maternal nutritional 
factors, especially a deficiency in vitamins B, C, and D, and in calcium and 
Phosphorous. One of the most significant studies on the effects of nutri- 
tion was carried on at Harvard between 1980 and 1941. This study of 216 
Mothers and their infants showed that “every stillborn, every infant dying 
during the first few days after birth, with one exception . . . all prematures, 


SS 


II. H. Newman and Associates, Twins: A Study of Heredity and Environment 


(Chicago: Universi hicago Press, 1997). 
" 4 1. W. Mese el La pa ma “Evidence of Disturbed Pren 
rowth in Bones of Infants Aged One Month,” American Journal D 
1938, 56:1248-1255. lá 
B. S. Sanders, Environment and Growth (Baltimore: 
(N J. Warkany, “Etiology of Congenit 
oe Interscience, Oer : f 625 Pregn inci 
7 D. P, Mur “The come of 62. egnanc A 
Pelvic Solon Bont io a American Journal Obstetric 
18:179-187, B 


atal and Neonatal 
isturbed Children, 


Warwick and York, 1934). 
al Malformations,” in Advances in Pediatrics 
es in Women Subjected to 
al Gynecology, 1929, 
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and all functionally immature infants were born to mothers who had had 
inadequate diets during pregnancy." * 

While the blood stream of the mother is separate from that of the 
fetus, the placenta does permit small molecules to penetrate to the fetus. 
Thus a chemical reaction in a mother caused by an emotional upset or 
over-fatigue or smoking or drugs is reflected in the fetus, A definite 
neurohumoral connection exists between the mother and the fetus. In 
other words, secretions from the endocrine glands pass through the 
placenta. Infants whose mothers are hyperactive or who have been se- 
verely disturbed during pregnancy exhibit irritability and hyperactivity 
more frequently than infants of calmer mothers. Such infants are fre- 
quently feeding problems and subject to gastro-intestinal disturbances. 
The use of quinine during pregnancy has produced congenital deafness in 
many cases. All of these are factors of the environment which usually can 
be controlled—at least to some degree. Teachers need to be aware that the 
physical and emotional well-being of the mother during pregnancy can 
make a difference in the development of the child. 

Any child who is having trouble in school and who has had a difficult 
birth should be examined for possible damaging effects. Some brain dam- 
age is so slight as to go unnoticed. Knowing that birth was difficult may 
lead to the kind of skilled examinations that make possible accurate 
diagnoses. Seeking remedie 


s is wasted effort unless we know the causes 
for behavior. 


Birth 


Birth is an incident in development. The normal range of gestation for 
the human is from 240 to 300 days. Great progress has been made in the 
last decade in saving premature babies. In America 70 per cent of all 
babies are born in hospitals. Today many specialists believe that drugs 
administered during childbirth are harmful to the baby. As more knowl- 
edge points to the possibility for psychological as well as physiological 
injury during birth, childbirth practices are being studied carefully. With 
the need that arises in large institutions to manage schedules and routines, 
many thoughtful people feel that the family, and especially the infant, 
have lost much of the emotional pleasure of birth through. following 


Er B. S Burke. V. A. Beal, S. B. Kirkwood, and H. C. Stuart, “Nutritional Studies 
During Pregnancy, American Journal of Obstetrical Gynecology, 1943, 46:38-2 
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hospital procedures. Sometimes the mother is so heavily drugged that she 
feels as if she is being prepared for an operation rather ansa birth. She 
hardly knows when her baby arrives and sees little of it during her stay 
in the hospital. Father is allowed only a glimpse through the nursery 


wi H H 
indow. Other children, if there are any, are not allowed even that. The 


atmos E x " 3 B 
nosphere is sterile and the baby is treated as an inventory item—care- 


f , j 
ully handled and provided for—but lacking love. 
theories coming from the field of mental 


f important in determining how the baby 
eels about his very different world. Many authorities claim that these 
early days tend to set the infant's responses; therefore they counsel a 
more intimate arrangement than that described. The rooming-in plan of 
some hospitals is one solution. The baby is left with the mother and the 
father may join the family group for short intervals each day. The 
Prise the feel of her baby from the very beginning and the baby 
in ta and arms to support him. Many maternity sections of hospitals 
swings "ie underdeveloped countries are equipped with a cradle that 
the Esa the foot of mother's bed. As the baby whimpers or cries, 

er reaches out with her foot and rocks him. Sounds like a good 
trend today is to help 


i If we take seriously the 
health, these first few days are 


arrangement f de 

b n ment for the first few weeks at home! The 
0 ; s 

1 mother and father know what is taking place throughout pregnancy 

ess itself to as great an extent as 


al : E 
id to include father in the birth proc 
of imple- 


ood jį į 5 š P 
Sood judgment permits. Much more care 1s exercised in the use 
ments ; i 

nts and drugs, and mothers are taught ways to help in the actual 


delivery of the baby. 


lie R “Even newly born babies be- 
3 came active, hard-working mem- 
bers of society instead of static 
bundles wrapped in flannel,” said 
in 1938. What can this "active, hard- 
birth? He has been described by many 
"angel from 


Dr. Aldrich, noted pediatrician, 

Working member of society" do at 
TOmanticists as "trailing clouds of glory," 
Heaven.” A few realists describe the newborn inf: 
Canal with a noise-maker at one end and the power of elimination at the 
other. The neonate, as he is called for a couple of weeks, begins im- 
mediately to make adjustments to a new environment consisting of solids, 
Mstead of the fluid existence he was accustomed to during the nine months 


as being an 
ant as an alimentary 
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within the womb. He immediately begins to function as an individual 
separate from his mother. In short he begins a change-over from fetal to 
postnatal functioning; these are his immediate developmental tasks. 
When he is born, he can be held in a large hand. He is wet, wrinkled, 
and scrawny. He probably looks more like an old man than our mental 


picture of a baby. He can sleep and wake and cry and suck and wave his 
arms and legs around. He responds to stimuli. 


He grasps. He has a number 
of reflexes which 


help to sustain life during these early days, He can 
breathe and increase the amount of oxygen he t 


through yawning. He clears his nose with 
cough. He secures nourishment by crying, 
ing. He is able to defend himself throu 


painful stimuli, and becoming startled. Th 
is called forth by two stimuli: 


equilibrium, 


akes into his system 
a sneeze, his throat with a 
rooting, sucking, and swallow- 
gh crying, withdrawing from 
e startle reflex, or Moro reflex, 
a sudden, loud noise and an abrupt loss of 


In fetal life circulation wy. 


as through the umbilical cord. A few minutes 
after his first cry his intern 


al circulation patterns begin to take hold. He 
soon begins to breathe with his own lungs and in a few hours to take in 


food through his mouth and to eliminate waste. All of these internal 
processes have been synchronized with infinite precision, An excellent 
illustration is the functioning of the respiratory and circulatory processes. 
At birth the baby’s lungs are incompletely expanded and do not begin 
to fully function for ten days or so. He comes equipped 
with a million or two extra red blood cells, These extra cells are on hand 
to supply the blood with the necessary oxygen that the lungs are incapable 
of supplying. As the lungs expand, these extra blood cells gradually de- 


crease until the normal supply is reached, This occurs at the time the 
lungs are fully expanded. 


Even at birth babies behave in individu 
cuddly and curl up when held, Others are 
sprawly and seem loosely put to 
sleeping and seldom cry. Others 
food every two or three hours, 


at birth, however, 


alized fashions, Some are 
tense and still. Others are 
gether. Some spend most of their time 
are restless and whimpery. Some cry for 
Others are content to be fe 
Some react with great vigor while others only mildly 
stimuli. 

The first few months of baby’s life is a stor 
muscle coordination progressing in 


d less often. 
notice the same 


y of superb nerve and 
a synchronized manner so that nerve 
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tracts and muscles are developed as they are needed. Thus baby becomes 
a person. During the first year, the body increases in size, adding about 
twelve inches in height and fifteen pounds in weight and improves in 
function. The baby acquires six temporary teeth and grows hair. He 
to sleep through the night, to eat solid 
to get around on his own. He begins a 


life-long process of differentiation and reorganization. He develops his 


Sensory facilities. In this process he learns some basic attitudes of trust 


Or distrust and experiences emotions which are beginning to become dif- 


ferentiated from pleasant or unpleasant into anger, fear, joy. apprehen- 
sion, excitement, and curiosity. He is learning to perceive his world and 
at the same time learning how this world feels to him. He spends the next 
three months (roughly from twelve to fifteen months) consolidating the 
learnings of his first year. Then follows another spurt of growth which is 
concentrated mostly on language development and learning an awareness 
of self which Erikson calls autonomy.” 

Babys growth requires all phases of his being. We shall trace the 
Progress of his most urgent developmental tasks and indicate what baby 
requires from his environment in order to grow wholesomely. At this age 
We know that if baby's physical behavior is satisfactory, his mental and 


Sensory growth are healthy. He cannot perform physically in a purposeful 
Way until the central nervous connections are well-established and capable 
in an ordered manner. 


5 dictating types of responses. Growth takes place 
When the muscles are ready, the nerves arrive. 
The baby's acts are influenced by his emotions which 
the satisfaction or blocking of his drives and also furnish additional drive 
to practice and make perfect. Each baby’s growth proceeds along the 
Same sequence of acts, but wide variations exist in the rates of growth. 
The Student must expect to find a wide margin of individual differences 
Whenever ages are given. One reason for becoming familiar with growth 
at this age is to learn how markedly individuals do vary within normal 
ranges in their rates. The progress of an individual from baby to “year- 
ling” is so dramatic that no one can miss the principles of growth that are 


so 
often obscured at later stages. 
AD 


in to recognize his mother, 
ood, to begin communicating, 


are aroused by 


ork: W. W. Norton and Com- 


E. Erik z ; 
pany, ines dog, Childhood and Society (New Y 
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Sensory Development '" 


The baby's sensory equipment is not completely developed at birth. 
He learns to use his equipment more purposefully as his ability to receive 
impulses through his sense organs increases. The brain learns to function 
more effectively by interpreting the impulses sent to it more fully and 
building connections between the senses. As this occurs, the infant's 
power to respond selectively increases. 


As the baby gradually experi- 
ences and matures, he comes into full con 


trol of his sensory powers. Hear- 
ing and taste are more completely developed than sight, at birth. We 
know little about smell except th 
milk, can detect the streng 
odors. 


at the baby can recognize the odor of 
th of odors, and can discriminate between 


Taste and smell are so closely related that it is difficult to isolate one 
from the other. Babies seem to prefer sweet tastes from the start and are 
able to differentiate between tastes, Most babies do not like sour tastes. 
Considerable evidence indicates that most babies have a built-in control 
that leads them to select the food their bodies need and to regulate the 
amount and intervals of food, We recommend Clara Davis' 11 experiment 
as a fascinating study for you to explore. Most pediatricians today teach 
young mothers to recognize the cues baby gives about his preferences in 
eating. If an issue is not made of eating during the early weeks and 
months, eating problems seldom emerge except 
tions of new growth tasks, 

The baby’s retina is only p 
are only dimly and vaguely 
four months for the re 


as temporary manifesta- 


artially developed at birth. Probably objects 
perceived and appear colorless, It takes about 
tina to become fully developed. About ten weeks 
after birth the nerves connecting the eye and brain are completely 
formed; but baby cannot focus his eyes for several months because the 
nerves and muscles controlling focus are not yet coordinated, The cross- 
eyed appearance of young babies is not a matter for concern until after the 
time for the focus mechanism to begin to function. Baby uses whatever 
vision he has and in so doing makes possible the development of ever 


The authors are indebted for much of this material to C. 
Mary M. Aldrich. Their little book Babies Are Human Beings is 
and teachers universally enjoy and find of value. 

Clara M. Davis, “Results of the Self-Selection of Diets b. 
Canadian Medical Association Journal, 1939, 41222 


Anderson Aldrich and 
à classic that parents 


y Young Children,” 
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in o reel gone of his woud. By the end of a month or five 
second month pe weet di with his eyes, and by the end of the 
to some, such as his 3 ra oer dh poer ge i 
Minn coe ce IE sn s] asore o others By the end of four 
tein 5 45 l na nave become sy nichronized for purposeful be- 
his hib ess M now complete, but they will be far-sighted during 
vit ac aces —probably until he is eight or nine. As the eye itself 
fica or ana the brain has been building nerve connections be- 
e de s A ts of the brain and between the brain and the sense 

- As these connections mature, memories and sensations are stored 
es its interpretations of the messages it receives 


up é in i 
I and the brain improv! 
dislikes 


and sends. The selective process has begun to work. Likes and 
are functioning. The baby is becoming a discriminating human. For a de- 
failed study of baby's development, we refer vou to Gesell's Infant and 
Child in the Culture Today. 
pon bonis to the relatively slow development of seeing, the baby’s 
sore 5 is complete at birth and the nerve tracts are all laid 
p») ve hide as the amniotic fluid is drained out of the neonate’s middle 
baby ae Hearing is closely related to his fear of loud sounds, so the 
associates emotion with hearing much earlier than with seeing. He 
55 Six, seven, or eight months old before he develops enough selectivity 
to be afraid of a strange or horrible sight. Often a crying baby will stop 
to listen to a whisper in his ear. He early learns to associate a soft voice 
voice with 
> nine months is able to move to music. 
it enables him to attain his full 


With loving hands, and a harsh abrupt, jerky movements. He 

res 

i$ ia to music early and by 
€aring is the child's avenue to speech; 


Stature as 2 
ture as a human being through language. 
able to feel comfort and discomfort immediately. 


body to pin pricks or pressures. An empty 
asurable sensa- 


The neonate seems 


He res 

responds with his whole 
Food is comforting to him, a ple 
is most important function at this time, his 


ary to him while he eats. Freud calls this 
because life's satisfactions are found 
r cuddles, fondles, and holds him 
rust his world, to feel good about 


Stomach makes him cry. 
tion. Since eating is probably h 
Mother’s cuddling is most necess 
the “oral” stage of development 
largely through the mouth. As mothe 
during his feeding time, he learns to t 


— 
H; 12 A. Gesell and F. L. Ilg, Infant and Child in the Culture Today (New York: 
arper and Brothers, 1943). D 
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his existence, to associate comfort and care with adults. His emotional 
and social outreaches are being formed. Small babies seem able to sense 
the mother's real feelings though she may not be aware of them herself. 
If she resents the baby, she seems to communicate it to him. Lacking 
maternal love from some adult (it need not be the blood mother), the 
baby fails to develop the confidence and trust his nervous and muscular 
system needs in order to develop wholesomely. 

The second bodily process, elimination, also has elements of comfort 
and discomfort in it. The process of relieving the body of the distension 
felt when the bowels need to move is basically a pleasurable feeling. As 
long as the baby is confined to the crib, most mothers accept the fact 
that his elimination functions on an involuntary basis, We are now in 
the waning portion of an era of early toilet training that has yielded few 
positive results for anyone except the manufacturers of laxatives. The 
child’s feeling of pleasure in elimination cannot take place if he is asked 
to eliminate when he doesn’t want to. Keeping this gratification intact is 
the best insurance for adequate functioning of the digestive tract. By 
carefully studying the child’s elimination habits and putting him on the 
pot at the time when he automatically moves his bowels, mother can ac- 
complish this. His brain soon learns to associate elimination with the pot 
and with his own satisfaction afterwards. Permanent training results and 
baby's feelings have been kept healthy. Whatever happens, the child 
must not be shamed for soiling his pants. Sexual and climination processes 


can too easily become confused in a child's mind at this age if shame is 
used in trying to train him. 


The Smile 


Baby’s first unnecessary act is to smile. This occurs at about four 
weeks of age. We might add parenthetically that baby first sheds tears 
soon after his first smile—during the second month. Blind babies smile. 
Premature babies smile about four weeks after they should have been 
born—an indication of the developmental nature of the smile, In a few 
days baby is smiling upon invitation from mother. This is the beginning 
of conscious communication. In a few more weeks baby is laughing and 
his laughter is intermingled with his first speech sounds, which are ready 
to function by this time since the central nervous system has made con- 
nections with the vocal cords. 
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Development of Speech 


The baby's first cries are involuntary acts, but he soon learns to use 
ees to secure what he wants. Many people hear a baby's cry as an expres- 
sion of great anguish, but a sensitive mother can tell whether the baby's 
cry is one of hunger, or weariness, Or merely practice for his vocal cords. 


She understands that the cry is baby's first language. 

feeling. The expression of 
anger, and fear are made 
s we can see the need for 


f Baby's first language is expression of raw. 
feeling is immediate and clear. Delight, pain, 
known without restraint. From observing babie 
knowing a person in order to discern 
What he means by his language. Experts 
cannot tell by hearing à baby's cry 
Whether he is mad, sad, or glad; mother 
pigs Curbing display of the emotion 
aan not diminish the feeling. Young 
m are likely to interpret the ad- 
ag ha stop eying to mean “stop 
ill ud M" way." Numerous adults are 
"T . use they learned as children that 
S wrong to feel strongly. Consider if 
on less useful advice than "stop 
this m don't be afraid.” In accepting 
ei s Vice, we Worry about worrying 
e afraid to be afraid. As children 

Stow, they learn more specific, more pro- 


ducti 
. tive, more acceptable languages of 
emotion, 


he spends most of his waking hours 
to produce—sounds which may have 
cen made accidentally at first. Even a deaf baby begins to make these 


De babbling baby sounds. Usually his vocal cords are in good condition, 
has no chance to develop his perceptions 


Dut lack; 
cking als - he 
of Sound 1 755 ae NN : as well as deaf. To learn to push air over 
. es omes mu as - * 
nee secure the de- 


he s a 8 
: * vocal cords, to use tongue; lips, palate, and mouth to seit 
req results is a complicated task for baby. Soon he has deve'opet e 


i : oy les er > cri 
Point of imitating the voices of others. As mother leans over the crib, 


baby utters, “da da.” Mother respo “da da.” The sound of his 


When baby is in his third month, 


Practici : 
I acticing the few sounds he is able 


nds with, 
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voice and of his mothers furnish further stimuli. A circular reflex is 
established for more sound producing. It is well to state here that the 
Broca area of the brain, the portion controlling the manipulation of sound 
and speech, is the most highly specialized area in motor development. 

The development of speech is one of baby's most important social 
functions. When he begins to babble, he takes a giant stride toward be- 
coming a real member of the family. Parents find it intriguing for baby 
to echo back their “da da's" and “ma ma’s” in similar tones and inflections. 
It is doubtful if baby associates his sounds with mother and father, but he 
doesn't need to, for the parents are quite ready to make the association! 
When daddy returns from work, baby's accomplishments are proudly dis- 
played and brothers and sisters join the family group around the crib 
cooing and gooing—much to baby's delight and their own. Baby has 
found a way to give the family enjoyment and zest and to receive much 
adoring attention. He is learning to become a communicating human. 

His progress in speech, from this early experimentation at the age of 
three or four months until he is around two and a half, is one of the 
phenomenal learning feats in his entire development. During this time 
baby learns to associate objects with their names, to speak many words, 
to obey simple commands and some prohibitions, to put words together 
to form short sentences, and to begin to express relationships through 
words. Briefly, the development in speech progresses in the following 
sequence: '* Sometime between nine and ten months he is able to imitate 
sounds and words of others. This newly acquired function is practiced in 
an atmosphere of much socialization in which those around him help him 
associate a word with an object. Frequently the first word he uses that 
is associated with an object is mama. Most babies begin to use words 
that they associate with objects sometime between fifteen and eighteen 
months. Before the baby uses his associations in speech, he shows that he 
comprehends the associations by obeying simple commands and pro- 
hibitions. 

As with adults, the words baby understands far exceed the vocabulary 
he is able to use. The first words he uses are generally nouns. They con- 
stitute over half of the speech of the two-y à 


ar-old. A specific term is 
frequently generalized to stand for all like objects. Thus "daddy" may 
be the postman, the milkman, the bus driver, the delivery boy, and other 


1 Dorothea McCarthy, "Langage Development in Children,” in Manual of Child 
Psychology, ed., L. Carmichael (New York: John Wiley and Sons, Inc., 1954), pp- 
-630. 
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men. “Bow-bow” may 
Hey 5 be 15 dogs. Soon baby learns to put words together. 
., Milk 0 "n 9 : e ..Meup... No, me want it... No nap 
eee uus br ede € i Cw gradually become longer and 
Wikis vocabulary ps. The connecting words may not be in the 
abularv but he expresses cause and effect, purpose, and reason 
Jk, be says, “Milk spilled. No more milk.” 
he inquires, “Going to play in 
the park, he asks, “What for 


Whe 
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nen bei x 

park?” eng wrapped up to go outside, 

she ery?” ie hears another child crying in 
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ain control 
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Culture w » love it if adults are wise enough to make it a part of their 
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the timetable for accomplishment affect the quality and rate of the learn- 
ing. We have seen in earlier chapters how babies who lack love do di 
learn to talk. We have wondered how much the mother's talking to her 
baby influences his speech development. Recently we have observed 
closely two mothers with their infants. One of the mothers is quiet, re- 
served, and reticent. She just doesn't talk much to anyone. Her children 
developed speech much more slowly than did those of the other mother 
who is a gay, talkative individual. 

What can adults do to help baby along with this task of becoming 
à communicating human? We can provide him with an environment of 
trust and confidence. We can respond to him, answering in his terms, as s 
makes his first funny noises, by laughing, smiling, and noise-making with 
him. By such behavior we 


stimulate baby to continue his practice; we 
assure him th 


at the world is not harsh, cold, forbidding. 


Use of Hands, Arms, and Head 


Baby is born with a reflex grasp, but he c 


annot voluntarily “let go of 
an object for 


another six months, During the first few wecks baby has 
to make a change-over from involuntary grasping to voluntary grasping: 
It takes over a year for this function to develop fully. Here we have an 
example of another principle of growth—the reorganization into higher, 
more inclusive patterns. As baby matures, he is able to reorganize his 
grasping mechanism so that it serves a higher purpose. 

Baby discovers his hands about the fourth month and begins to play 
with them. He spreads his fingers, watching the process. He sticks every- 
thing he holds into his mouth. He needs objects to handle. No toymaker 
has improved upon three or four spools loosely strung together. Baby 
needs some objects that do something in response to him: sway, rattle, 
roll. Floating toys in the bath move with his splashes, Dangled baubles 
sway. His eye muscles are exercised. Baby attempts to get both hands to 
come together and great is the day when he succeeds, for again 4 
maturation has been reached. At about the sixth month, he learns to 
transfer objects from one hand to the other. He also discovers his feet 
and begins to grasp them. He pulls them up to his face for inspection. 
Inevitably the day comes when he succeeds in getting his big toe (which 
may be any part of his foot) into his mouth. He probably has learned 


to roll over by now and is able to push himself up by his hands when on 
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his stomach. And then during the seventh month, as baby is sitting up 
to be fed, he begins the delightful game of dropping objects from his 
feeding tray and banging objects together. Again baby's socialization 
needs are being met as he and mother or older brother or sister play at 
dropping and retrieving. Incidentally he is gaining much needed skill in 
"letting go of" objects. 

When baby is about eight m 
He tries to feed himself, and by the ninth month he 
objects between his thumb and fingers. He enjoys 
playing simple games that involve manipulative 
toy back and forth. He develops consider- 
able skill in finding and picking up objects 
able to handle 


onths old, he uses his hands for crawling. 
begins to manipulate 
“pat-a-caking” and 


skills such as passing a 


and becomes increasingly 
smaller objects with more precision. An ex- 
cellent film that illustrates the synchroniza- 
tion of baby’s grasping power and eye de- 
velopment is Life Begins.“ 

By the time he is two years old, our 
young learner is able to feed himself quite 
Well, to manipulate many sizes and shapes 
of objects. He loves boxes and bottles and 
Spends many hours filling and emptying 
them with anything available. He learns to 
Put small objects inside larger ones and 
begins to get some notions about matching 
shapes. He is able to manage block building 


if he is lucky enough to have large blocks as 
Dart of his environment. If not, boxes or pans serve as adequate substitutes. 


He is curious about the feel of things. Before he learns to feed himself 
with a spoon, he practices feeding himself with his hands. He is learning 
to control the hand-to-mouth coordination movement with precision. He 
is also learning about the textures of foods. He is making a whale of a mess 
of himself and mother's floor, but this doesn't distress him. If mother can 
tolerate this hand-feeding stage, she will probably find spoon-feeding 
Presents no trouble when the time arrives for it. He enjoys all kinds of 
textures—the squoosh of mud, the graininess of sand, the oiliness of 
crayons, the resistance of hard surfaces. 


— — — " " EM : 
14 Life Begins, 60 min sound. Distributed by New York University Film Library. 
> o 
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Baby's use of his hands and arms can only 
develop as he learns to control his head. You prob- 
ably recall how a newborn infant's head jerks and 
wobbles when he is held upright. All of us have 
heard the admonition, “Put your hand behind the 
baby's head!” When our ancestors walked on all 
fours, the muscles at the back of the neck needed 
to be stronger than those in front. Our bodies seem 
to carry many useless vestiges of our evolutionary 
past. This is one of them. Baby can lift his head 
when on his stomach but it ta 


's three or four 
months before nerve and muscle tissue support 
these movements when baby is held upright. As 
soon as he learns to hold his head steady, he begins 
to notice what is going on around him. So at about three months, baby 
begins to work intensively on the control of his arms and hands. This is 
another illustration of how growth proceeds from the head downward. 


Locomotion 


Baby's locomotion at birth is limited to some very restrictive reflexes, 
such as the Moro (startle) reflex, and his ability to wave his arms and 
legs around. He really can’t go anywhere. He can’t even turn over. We 
have seen how he learns to control his head and how simultaneously he 
gains control of his hands and 
through the use of his h 
straighten 


arms and learns how to move himself 
ands. During the fifth month his ankles begin to 


and about this time he learns how to roll over completely. 
He can pivot on his protrudin 


rolling. He pushes himse 
watch out, for baby is 


g belly and can get from place to place by 
If up when on his stomach; then mother has to 
about ready to make his first independent lunge. 
He will not develop these capacities in a soft crib. He needs a clean floor. 

For several weeks baby has been practicing holding his head and 
chest high while supporting himself on his forearms. His next develop- 
ment is to raise his body and support himself by the palms of his extended 


hands. Soon he learns it is possible to lift both his chest and pelvis off 


the surface at the same time. This gives him freedom of movement, and 


he uses it from then on. Baby makes his first lunge sometime between the 
fourth and sixth month. The distance from a lunge to a crawl is almost 
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imperceptible. If you doubt the creativity of young humans, observe a 
You'll find almost as many distinctive crawls 
| " Babis Some learn to crawl backwards before going forward. Some 
se a sideward movement. Nearly all have some distinctive quality. 
velopment needed for crawling is similar 
aby will fall face forward if you set 


number of babies crawling. 


The neural and muscular de 
to that needed for sitting. At birth b. 
him up. In the third and fourth months he begins to push forward his 
neck and shoulders while lying on his back and then to hold up his head 
and shoulders while lying on his stomach. When he learns to push him- 
Self backward as he sits, he is about ready to master sitting alone. This 


usu: z s 
sually occurs by the eighth month. Just about as soon as he can sit alone 


he is ; : : 
Ne is pulling himself to his feet. 
In harmony with the principle of growth extending downward (the 


cephalocaudal law), the last major task the baby accomplishes in gain- 


ing c : 5 4 
ng control of his body is to learn to walk. The sequential steps are given 


below: 


d, will sometimes make a few reflex 
ack rigid or to hold up his head. 

1 to control his head, he adopts the 
er. The stepping movements are 
and down at this time. 

tanding with support. 

tched for balance, he places his 


The newborn babv, when supporte! 
steps without attempting to keep his b 
At four months or so, after he has learnec 
toe stance with his feet close togeth 
almost lost but he learns to bounce up 
He pulls himself from a sitting position to s 
With his back upright and his arms outstre 


feet far apart to widen his base as he stands alone. 
He gains the courage to step out with the same wide spacing of his legs 


and a very uncertain gait. Finally, when he is sure of his balance, he puts 
one foot before the other and acquires accurate control over equilibrium. 
It is interesting that the alternate arm movements which are a definite part 


of walking appear at a later date.!“ 
Babies usually graduate into 


The Runabout runabouts Or toddlers some place 
between fifteen and eighteen 
months. A few learn to walk at 

ä i k wh 

about a year, Walking proceeds from standing hanging on to tables 


Or echa; 2. ¢ 
chairs to get ahead, then taking a step à 


— 


alone, 
lone, then walking longer 


15 C. Anderson Aldrich and Mary M. Aldrich, Babies Are Human Beings (New 


Yo c 
Tk: The Macmillan Company, 1954), p. 46. 
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distances holding on to daddy's finger and then gaining enough confi- 
dence to go it all alone. The time the baby walks depends somewhat 
on the courage and confidence he has acquired as he has grown to this 
point. He walks more securely in hard-soled shoes since his toes still tend 
to curl. At the time the baby walks, as Aldrich so clearly states, baby's 
world changes. He is able to make himself a nuisance and he does. The 
house has to be baby-proofed. Dangerous gadgets must be kept out of 
reach; valuables moved to higher shelves—for baby learns to climb soon 
after he learns to walk. Mother begins to fear the long silence which she 
anticipates will be followed by a crash. Baby learns the words, “No, No! 
Don't touch!” and frequently, “You bad child!” This is commonly known 
as the "No! No!” stage of development. 

For the student of human development, there is an important insight 
to be gained from this bit of growth. Walking is one of man's most dis- 
tinctively human characteristics. We want our babies to learn to walk— 
many of us try to rush them into walking by the artificial stimulation of 
walkers. (The walker may be a household necessity for the busy mother 
of an active one-year-old, but it does delay walking for a few weeks since 
the motive to get about is satisfied.) Yet when the change in behavior 
occurs that accompanies walking, we are unable to cope with it. We, 
through our own inadequacies, develop negativism, feelings of shame 
and doubt and confusion when we punish or restrict the child who is fol- 
lowing through on his own developmental growth pattern. The expecta- 
tion of change and the readiness to accept it is basic to constructive child 
care. Parents and other adults who are responsible for this age must 
consider carefully the kind of preventive planning that makes punishment 
unnecessary for behavior that is necessary for the growth of an individual 
at any age. When we discuss early adolescence, we shall note the sam? 
tendency of adults to punish the adolescent for that which he must do t° 
become an adult—namely, to gain his independence. When a child walks, 
he has taken his first major step toward the goal of ultimately being ? 
self-directive human. He must gain gratification from walking. Lets be 
sure we do not handicap him in his quest for autonomy at this age. 

From the time the child begins to walk he grows in his desire to do 
things for himself. He insists upon trying to dress himself. He feeds him- 
self. He spends most of his time touring around his environment by 0n 
medium of transportation or another. If he sits on daddy’s lap, he squir™®» 
and insists upon playing “trot-a-horse.” He loves to go piggy-back. He 
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likes anything that moves, from doll carriages, to tractors, to cars, to fire 
engines. If he is sitting on a chair, he is probably banging both heels 
against it. He has his own peculiar way of getting himself seated on a 
chair. He usually carries something by using both hands. He is the busiest 
little person you ever saw. Perhaps this is the reason Aldrich calls him 
a "hard-working citizen.” 

Most of his responses are whole-bodied responses. He walks over 
people and objects that are in his way with no awareness of having done 
505 If he sees an object in his path, he is likely to be diverted by it for a 
few seconds and then moves on to some other exploration. He is becoming 
àware of other children; and when he encounters them in the park or at 
play, he is likely to poke them as if to try to find out what they are like. 
and throw his arms around another child his own 


Often he will go up 
as to unbalance the receiver of this doubtful bit 


size with so much gusto 
of affection, He likes picture books, songs, rhymes, and rhythmic games. 
Sometimes you find him just standing near another child watching him 
at play, Frequently he plays alone. He seldom plays with another child 
for long intervals. 


As the baby grows during these 

Differentiation first two and a half years, he is be- 
ginning to develop a self, At first, 

we believe, he perceives the world 

as indistinguishable from himself. 

1 world, He knows wetness, light, dark, 
es not connect any of these qualities 


of Perception 


He exists; , ; 
15 exists in a non-differentiatec 
Munger, feeding, noise; but he do 
With a source or as something apart from himself. Piaget says: 

he child perceives things like a solipsist who 
and is familiar only with his own actions. 
f his intellectual instruments he 
active object among the other 


_ During the earliest stages t 
is unaware of himself as subject 
But step by step with the coordination o 
discovers himself in placing himself as an 
active objects in a universe external to himself.“ 
In this chapter we have traced the beginnings of the coordination of these 


"i 

ntellectual instruments. . — - 

The experiences of the baby create meanings which gradually perm! 

d ity i e Chi sw York: Basic Books 

16 Jean Piaget, The uction of Reality in the Child (New York: Ba looks, 

Inc., 1084 P E Lie 3 a4 the entire chapter entitled “The Elaboration 
a cid MET 


of the Universe,” pp. 350-386. 
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him to see himself as a separate entity and to recognize objects outside 
himself as being separate from him. During this pre-memory age he looks 
upon objects as means to satisfactions or dissatisfactions. A great many 
adults do, too. The developmental task that only begins during these years 
and is of consuming interest in the pre-school years is that of locating and 
understanding “I, me, mine." This is one of the most puzzling and diffi- 
cult tasks that awaits our young human. The roots of how he feels about 
himself, what he sees when he finally comes to understand, "I, me, mine 
are put down during this period of life. They are subject to change, of 
course, but their first growth unmistakably affects the development of the 
self. The baby and the toddler begin work on other developmental tasks; 
too. They begin to get a feeling of “rightness” and “wrongness,” and they 
may learn to distinguish maleness and femaleness. 


In this chapter we have tried 2 
tell the story of the beginnings 9 
life. Since our discussion is neces 


Summary 


sarily limited, you have to go be- 
yond these few pages to supplement your knowledge of this stage of life. 
We hope that you will find the suggestions and resources at the end of 
the chapter of value. They have served us well through the years. 

We have tried to demonstrate how all growth is integrated, and how 
no one segment—such as the mental, with which the teacher is most 
directly concerned—is understandable apart from the total growth pattern. 
We have tried to pull out of the early years of growth some principles that 
must function if we are to guide wisely, We would like to summarize 
these principles: 

The basic motive force of all creatures is the quest for gratification 
(pleasure), and the avoidance of unpleasantness (pain). The child as 2 
whole moves toward comfort and warmth, recoils from unpleasant and 
painful cireumstances. 

Every human being has an inborn resistance to the imposition of oul- 
side force. In all growth we see a thrust toward independence, self- 
sufficiency. A healthily growing human is in charge of his own life as much 
as his capacity and resources permit. Teaching is à process of utilizing 
individual developmental growth patterns, wisely timed and “teased out 
through recognizing budding interests which are the evidences of daw? 
ing capacities. 
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oie umm lumi udi ite 
Brandi Verin buby ^ nS y for i Th delay and distort growth. 
ess. — T T i s a spoon and keep his hands out of his food 
feeding, uscular controls have developed is to delay spoon- 
The process of living is ever-changing. To resist change, even to 
iron it. is to invite trouble. Example: Baby climbs out of the pen in 
as —— played peacefully for months. From that point on the play- 
óha, € used as a refuge for father to read his evening paper. 

leur "iil is gradual not Fee ee Baby changes from breast to bottle 
EA " A egoen breast feedings, more frequent bottles. The early bottles 
aken while cuddling warmly against mother’s breast. Sudden 
change startles the psyche as surely as a loud noise disrupts composure. 
i Integration, wholeness of personality, takes place through specializa- 
leo Use of the hands improves as thumb and fingers can act independ- 
M € it's always the child who picks up the toy, not his thumb and 
gers. 

8 2 differs from all others. One knows little about one baby 
int. eat nie knowledge of another. Little Billy seems to relish the 
ire nidity of his wet diapers; Bobby screams with outrage until his 
emoved. Nellie gurgles with glee in a piggy-back ride; Lottie de- 


ma 
inds to be put down at once. 


Sug 
gestions for Further Exploration 


> Visi 
isit a museum or university, if at all possible, and study preserved fetuses 


at varie: « 
wious stages of development. 

» T 

the N a nursery in a hospital and observe the neonates you find there, noting 
varietie: n i j 
arieties of behaviors you find. 

alk or to walk. 


iby beginning to learn to t 
skill. Watch 


> 
Ww 1 a few hours around a b: 
a * mi " " 
hir p for a couple of weeks to see if vou note any progression in 
n “drill.” Count the number of times he repeats one action. 


> d 

fr Spend a few hours with a two-year-old and note how his behavior differs 
om that of a one-year-old. For a few minutes imitate every move he makes. 
particularly interests you, such 


by's development that 
d study of it from conception 


Select any phase of ba 
and make a detaile 


as hearj í i 
» learing, seeing, speaking, 
two and a half. 
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> By referring back to this chapter, make a timetable by months of baby's 
accomplishments so you have a summary of what to expect of baby at any age: 
Allow for overlaps in places where there may be varying rates of growth. 


> Develop a profile (the life story) of the individual vou are studying to 
cover the first two vears of his life. Fill in as many of the details of development 
as you can find out from him, his folks, or from records. Hypothesize what the 
details are that you cannot verify. Include in your profile such information as: 
A description of the circumstances of his birth 
A description of the individual at birth: weight, length, any details that 
indicate uniqueness 


A description of the beginnings of talking, crawling, walking 


> Develop a list of examples emerging from your own life that illustrate the 
principles summarized at the end of this chapter. 


> Much understanding comes from viewing some of the many excellent films 
depicting the early years. We list a few of the well-known ones. 

Baby Meets His Parents (No. 1 in the Series on Personality Development); 11 
min., sound, Encyclopaedia Britannica Films. 


Depicts the ways in which the treatment baby receives shapes his perso” 


ality. 


Expressive Movements (Affectomotor Patterns) in Infancy, 42 min., silent. 
Distributed by New York University Film Library. 
Depicts the relationships between expressive patterns of crying, smiling: 
and the like with patterns of manipulation, locomotion, and interpersonal 
relations. Emphasizes individual variations which seem to be inborn. 


Life Begins, 60 min., sound, Encyclopaedia Britannica Films. 

This film is a classic showing Dr. Gesell's work at the Yale University Clinic 
of Child Development. The film was made at the Clinic and provides a 
record of the development of infants from birth to eighteen months. 

Life with Baby, 18 min., sound, March of Time. 
Another of the Gesell films growing out of candid-camera sequences photo- 
graphed at the Yale Clinic. 

The Smile of the Baby (Film Studies of the Psychoanalytic Research Project 

on Problems in Infancy Series), 30 min., sound, New York University Film 

Library. 

Shows the varied responses of infants between two and six months to human 


beings and indicates some of the reasons for the differences in these re- 
sponses. 
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Additional Sources You May Find Helpful 


C. Anderson Aldrich and Mary M. Aldrich, Babies Are Human Beings 
New York: The Macmillan Company, 1954. l 

Dr. Aldrich, mentor of Dr. Benjamin Spock—author of widely used 
child care books—and his wife wrote this book primarily for parents. We 
find it valuable in helping us understand how nature "has provided the 
baby with a developmental pattern for growth that must be honored if we 
are not to thwart growth. Excellent chapters on eating, elimination, and 
sleeping. 


Charlotte Buhler, The First Year of Life. New York: John Day and Com- 
pany, 1930. 

„ Dr. Buhler is a thoroug 
This book is a classic among her writings. 


h and comprehensive student of early infancy. 


L. Carmichael, ed., Manual of Child Psychology, 9nd ed. New York: John 


Wiley and Sons, Inc., 1954. 

A comprehensive compendium of rescarci 
Bach. Ji 
growth. Excellent for detailed analysis and docur 


York: W. W. Norton and 


hes in the area of child 
mentation. 


E. H. Erikson, Childhood and Society. New 
Company, Inc., 1951. 

A significant presentation from a psych 
development of the child's critical alternativ 
of trust or distrust developed as an infant a 
world throughout life. 


oanalytical orientation of the 
es as he grows. His attitudes 


ffect his perceptions of the 


Arnold Gesell and Catherine S. Amatruda, The Embryology of Behavior. 


New York: Harper and Brothers, 1945. 
Arnold Gesell and Frances L. Ilg. Child Development. New York: Harper 


and Brothers, 1949. 
Dr. Gesell has made most comprehensive studies of behavior of infants 


and children and developed norms for behavior from birth through twelve 
years. A student of child development necds to know Dr. Gesell’s work at 
the Yale University Clinic of Child Development. 


M. S. Gilbert, Biography of the Unborn. Baltimore: Williams and Wilkins, 


1938. 
An analytical study of prenatal development. A classic in the area of 

prenatal biographies. 

Celia Burns Stendler, Readings in Child Develop- 

e and Company, 1954. 

erial on physical growth. 


Wilbur E. Martin and 
ment. New York: Harcourt, Brac 
Excellent first-hand source mat 
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Willard Olson, Child Development. Boston: D. C. Heath and Company, 
1949. 

The writings of a careful scholar who has followed a group of children 
from birth into adulthood (longitudinal study). A careful reading of this 
book helps one respect the wide range of individual differences possible 
within normal behavior. 


Jean Piaget, The Construction of Reality in the Child. New York: Basic 
Books, Inc., 1954. 

A fundamental book but very difficult to read. A detailed description 
of how a child develops his concepts of his world. 


L. Joseph Stone and Joseph Church, Childhood and Adolescence. New 
York: Random House, 1957. 

Particularly valuable for this age as it draws on research done at Sarah 
Lawrence and Vassar College in the Department of Child Study. 


Kenneth Soddy, ed., Mental Health and Infant Development, Vols. I, IT. 
New York: Basic Books, Inc., 1956. 

Excellent recording of proceedings of the Seminar on Mental Health 
and Infant Development held in England in 1952, sponsored by the World 
Health Organization. The Seminar was attended by child development 
specialists, anthropologists, and others. Especially useful in acquainting the 
reader with child-rearing practices in many parts of the world. See dis- 
cussion of "Child Development Patterns in the United States," pp. 87-100. 


The 
Pre-school 


Tears 


W. left our toddler 


at two and a half an active person, 
a ^hard-working citizen" bent upon 
establishing his identity as an indi- 
vidual. He has acquired much skill 
in locomotion and is well on his 
way in language development. He 
is by all odds the most active mem- 
ber of his family group. But in spite 
of all this activity, rare is the indi- 
vidual who remembers these days. 
Burr! found that only thirty-nine 


1A, R. Burr, The Autobiography 
(Boston: Houghton Mifflin and Com- 
pany, 1909). 
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autobiographies out of the three hundred he studied made any reference 
to the first three years. The quality of these carly memories reveals the 
way in which perception develops. Plank quotes Kendon's description of 
his early memories as illustrative of the nebulous form of memories. 


Memories of very early days are strangelv detached. Though we may 
be at any moment the sum of all our experiences, many experiences which 
must have been important in their influences upon our later lives have been 
quite forgotten and what suddenly flashes into mind is something bright 
but trivial, with no place in the story of our lives to account for its survival. 


These memories are neither striking nor significant, they are like little 
detached pieces of jigsaw puzzle.“ 


As the child grows, his perceptions become more distinct, so that memories 
do become a part of nearly all five-year-olds. 

Our culture has regarded this period of life (from two and a half to 
five years of age) as relatively unimportant in personality development 
since the child is too young to understand or to remember. A great deal 
of experience is built into the infant's rapidly growing nervous system 

arlier than it can reach the awareness or conscious level of recognition 
and retention, The principal thesis of this chapter is that the quality and 
appropriateness of experience in the pre-school years markedly affects the 
whole course of development. The central nervous system enables the in- 
dividual to make adaptive adjustments to his environment; environmental 
action stimulates development of the nervous System.* To deprive the 


toddler of rich and zestful experience is to stunt his growth as surely as 
a malnourished sapling grows into a Scrawny tree. 
the process of growth during these highly impress 


them the pre-school years simply because most children this age do not 


attend school. We shall say a word about the need for nursery schools in 
our culture as we conclude this chapter. 


This chapter describes 
ionable years. We call 


The pre-school child is more open than he will 


ever be again. He is 
inclined to be more direct, spontaneous 


, and free in his responses than 


Emma N. Plank, "Memories of Early Childhood in Autobiographies,” in The 
Psychoanalytic Study of the Child, Vol. VÍTI (New York: International Universities 
Press, Inc., 1953), p. 383. 

For a full description of this idea consult: R. W. Gerard, “Higher Levels o! 
Integration,” in Biological Symposia, Vol. VIII. ed., Robert Redfield (Lancaster, Penn.: 
The Jaques Cattell Press, 1942). pp. 68-74. 
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later in li 

"Except Bol ae be taught to lie. Perhaps this is the meaning of, 

His world is = E^ children ye shall not enter the Kingdom of Heaven." 
s expanding to include a great variety of objects, new experi- 

elopment is multidirectional since 

d results more from his kinds of 

al patterns laid down by 


C s 

eee 5 people. His dev 

perten ur] learning is rapid an 

nire in d ie € from the development 
When: scles and nervous system. 

e developmental tasks of the pre-school c 
ecially the function of elimination; to 
evelop his language ability; to 
, and to begin to distinguish 


hild are to gain more skill 


a 
dei bend his body, esp 
sharpen s quee between sexes; to d 
between à expand his perceptions of reality | to a to i 
ality and fantasy; to continue establishing his identity and 
veloping concepts of right and 
ated through emotional ties 
ild's sense of success Or 


1 | 

S cia as a person; to continue de 

to thore is to become a social individual rel 

failure dpa i him. Need we say that the child's 
achieving these tasks consists of the feelings and perceptions 


he h. 
— 5 —.— bis world. These tasks demand the energy of the whole 
complishe ni with whatever environment is his. They can be ac- 
Shed successfully only as the individual's body matures and as he 
] world as he perceives it. 


eels 
man by his own socia dod. i 

had i e i child is very much Le individual. Since he has not 
Wide ray o learn all the “normal ways of his culture, we find a wide, 
already i. of behaviors. Some are much more babyish than others. Some 
about Pag become “aloners;” others are quite aware of and curious 
o follow ro children. Some show marked creativeness; some are willing 
S went y routines without rebellion. Some are easy to handle, and seem 
Way, Bom please adults, while others seem determined to have their own 
i € are punishing; others seek punishment. Some are restricted 


in 

jie and inhibited in responses- Some are timid; others aggres- 
children p have many other children with whom to play. Others are only 
tender a in a household of doting adults. Some Wave mothers who are 
Mothers A loving and have much time to 1 with bns = = 
pre EE i tl à 
many vari t mind as we discuss the pre-sc deca : y A cm 
Broup 5 iations of the central theme presented. our study o ts age 
i ill mean more if you are able to observe some pre-school children 

) 


8 s 
arie . " 
ety of situations. 
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The rate of physical growth 
slows down during this age. It will 
not reach the rate of the infants 
growth until puberty. A child's 
height increases only about nine 
inches from two to five years. His rate of gain in weight decreases gradu- 
ally until he is gaining only about five pounds a year when he ame 
kindergarten. His proportions change during this period. He ceases to be 
the cherubic figure made famous by Renaissance painters and begins to 
take on adult proportions. At five his head is about the size it will be 
when he is grown. His legs, at five, are about 44 per cent of his height. 
When he was two, his legs were 34 per cent of him. 


Control 


of the Body 


Motor Development 

The child improves in the functioning of his motor skills as his body 
takes on more adult proportions and he has time for more practice. In 
fact most five-year-olds are highly graceful individuals. He masters the 
problem of asymmetry which has kept him carrying objects in two hands. 
As he grows into asymmetrical functioning, he le: 
in alternating movements with his fect as he w 
tricycle with alternate foot movements. 

We recently observed a little girl learning to ride 
somewhat amused at the keen unde 
and dismayed at her mother’s lack 


arns to swing his arms 
» "4 so 
alks, and learns to ride 2 


a tricycle and were 
rstanding of her slightly older sister 
of understanding. Mother and the 
four-year-old and Jane, two and a half, were coming down the street. Jane 
was on the tricycle but obviously was having difficulty making the thing 
go. The older sister had run ahead a few feet. Mother was admonishing 
Jane, “Push down on the pedal, Jane. Push!” The older child, sensing the 
difficulty, ran back to the family group saying, “You know what, mom, I 
think we better let Jane practice for a few more years or days.” (Thus the 
four-year-old showed her concept of time.) Then standing behind Jane she 
patted her on the back. Mother paid no attention to this bit of advice but 
motioned the older sister aside with another instruction, “Push, Jane, push! 
Jane pushed once and stopped. More admonitions from mothe: 


r yielded no 
results. Finally mother, exasperated, grabbed J 


ane abruptly from the 
tricycle and motioned for the older child to get on. Jane wailed and went 


into a brief temper tantrum. Her mother scolded her and gave her a slap- 
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As the older sister wi 
master 85 e e given a little more practice Jane will 
x m udi "EEE before she is ready to learn will not increase 
he pre-s : 
climb 1 child is able to scale ladders, 
precision of gyms, jump. and run with some 
this time a He may learn to skip at 
from moving A gains his major satisfactions 
the age of ‘th n em improves. This is 
iue Eusone ^ 1g muscle development which 
emphasis that he eni nursery schools a major 
experiencing i tended to block more complete 
study of "a Murphy, on the basis of years of 
s age, sounds a wise word of caution 


about y 
it limiti 
nit seertenel 
ing experiencing to any one empha- 


Sis: 

ee Thus i : 

the bon. the nineteen-thirties awareness of 

veloped Tex two-year-olds have so recently de- 

Over-em eom ge of locomotion led to au 

large-m phasis by nursery school educators on 

often ge activities and their role. This 

in need 1 of account the wide differences 

dO or or interest i ese lar :e-muscle 

iCtivities, | rest in these larg 

Control. of Elimination 

Gaini 
; ining c —" Mt 
task that g complete voluntary control of elimination 15 à developmental 
, a " E * - 
and a he children accomplish during the pre-school years. At two 
ME P 40 per cent still have daytime toilet "accidents." The manner 

as we stated in 


en is of lifelong importance, 
is usually more relaxed in 


ass culture ! 
g than is the middle-class culture, 
egions.” In addition to interrupting 
1 of the sphincters, 


hi 
ch toi 
ilet traini pe 
he tra Š 3 
i e previos raining 15 giv 
? attitud 1s chapter. The lower-cl 
pal tough t tow ard early toilet trainin 
8h this varies with geographical r 
o c 


le 

natur. 
3 n 5 x m 4 
attitude al developmental process of gaining contro 
= es of sh: 4 '. often. inculc: , i 
Ee shame and uncleanliness that are often inculcated at this 
Basjo Lois 

ic Books 1 Murphy and Associates. Personality in Young Children. (New York: 

5 s, Inc. SA : 
Uniy, Allison 15 1956), p. 189. . -— 
avis, Social-Cla Influences upon Learning ( Cambridge: Harvard 


'ersity Pp, 
Y Press, 1948). pp. 15 


918 


THE PRE-SCHOOL YEARS 


time are of lasting harm. It is as natural for a child to be interested in his 
feces as it is for him to notice any other object around him. It is also as 
natural for him to be interested in his genitals as it was for him to be 
interested in his feet when he discovered them. No mother would think 
of slapping her baby for sticking his big toe in his mouth, or saying "Dirty, 
Dirty! For shame!" It makes as much sense to the toddler to respond with 
disgust and shock when he matures to the point of noticing his feces and 
being interested in his genitals. 

The tasks with which we can help the pre-school child are: learning 
to make the associations that are necessary to g; 
both bowel and bladder elimination, and kee 
tudes toward all his body. As 


ain voluntary control of 
ping healthy, unashamed atti- 


a footnote we might add that under severe 
emotional strain or fatigue, children will lose control of their bladders 


for many years after they begin school. We hope the era is almost over 


when children are shamed and held up to publie ridicule for such be- 
havior. Yet we wonder as we read this account by a teacher written in 
1958: 


I was brought up shar 


p by seeing Patricia ready to go home as soon as 
everyone else. Usually she 


is the last to leave. "Oh, look! Here's something 
on the floor," said a little girl standing by Patricia’s desk, I detained 
Patricia and confronted her with the telltale evidence. At first she was 
embarrassed and denied having had an accident, Finally she admitted 
that she had not been able to make it out of the room in time. T had a little 


talk with Patricia and she re. d on her part would have 
prevented the accident, 


alized more spee 
This teacher didn't realize how her own feelin 
in the words, “confronted her with the tellt 
been projecting her own middle-cl 
Patricia whose family 


gs of shame were revealed 
ale evidence.” She may have 


ass values, learned as a child, onto 
and neighbors did not respect the same values. 


Diiorsxiadon The Pre- school child usually 

notices the anatomical differences 
in Perceptions between boys and girls, especially 
if he lives in an environment that 
provides any freedom, You doubt- 


less are familiar with the cartoon 
girl this age peering down the inside. 
and saying, "There is a difference!" 


About Sex 


of the little boy and s of their panties 
This captures the attitude of the pre- 
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sc " 
Gilles E differences. Lillian Smith in The Journey *. deals 
children "A d xx: ths discovery of pistes and boyness by some 
dlagiffed z 1110 . na budding interest in getting the animal kingdom 
lor mn - ics o emale. Sometimes little girls end boys, too, want 
erlent to 26 " " pes. de urinate. These perceptions are about the 
honorat] ei c ild differentiates between the significance of being 
tükes the Dura s is between four and five. jn dramati play the boy 
preker tu be th v role as readily as the father s-probably most boys 
ceptions, mother” since it is a more dominant role in their per- 
Youn the middle-class child, frequently learns during 
ames ear : " that adults have many anxieties about ina and often he 
along the a n usad about sex functioning and — Someplace 
age continuum he receives sexual gratification from manipula- 


tion o 
f the sex organs. Freud calls this the phallic stage to designate the 


ürea Of ess i 
gratification shifting from the anal to the genital region. One does 
that 


Not ne 

ie has or accept all of his theories to recognize | 

Uis on. ~ — a progression in the sources iof their psp 

hypothesis u evic engo post-dating Freud is consistent with the basic 
s upon which he based his developmental pattern of sexual de- 


Velopr 
me Bir " E g 7 
PMent, Freud believed that the child falls in love with the parent of 


le opposi 
Dposite sex; but, recognizing the futility of displacing the more 


DOWer 

based sians to identify with him. Thus the boy begins to 
carn the x. his father about five and through identifying begins b 
her wu Ei role. Conversely, the five-year-old girl identifies with 
í r and learns how to be a little lady.” An illustration of this 


ident; 
ntificati 
ation process furnished by a teacher reads: 


ji 9 x father came out Kenny (age five) smiled broadly and relaxed; 
toward is hand for a few seconds but dropped it as they started to move 
Lun Me elevator. As they came near me, Kenny said, "Here's my Daddy. 
its ete to get my hair cut; Daddy is going to get his cut, too. George 
T hes id hair and then he cuts my Dad s. Just then the elevator arrived and 
ia e the father tell Kenny to wait while I got on. As soon as we were 

e elevator, Kenny told the operator that “me and my Dad are going to 


et : j 2 I 
Bet a haircut. Does George cut your hair, Joe? 
his father and saw that he had removed 


At this point Kenny looked at! 


Ex. 
6 112 

112.117 lian Smith, The Journey (New York: World Publishing Company. 1954), pp- 

anation of the process of identification. 


"Of c 
F course, this is a very simplified expl: 
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his hat; very self-consciously Kenny took off his own cap. The father her 
his hat in one hand, his other was resting on the elevator railing. Kenny 1 
up this same pose even though it put quite a strain on his arm. W 7 ne 
elevator reached the ground floor, Kenny, with an eye on his z 855 
waited for the other passengers to leave the car and then followe bes 
father out. We said good-by. I noticed that Kenny smiled up at his father, 


lengthened his stride in an effort to match his father's, and the two men 
were off. 


Let's return a moment to a consideration of masturbation. Much 
harm is done by making an issue of masturbation and threatening the 
child with dire consequences that are untrue, and that may frighten him 
so much as to block natural sexual development. While scientific attitudes 
have shifted greatly since the beginning of the century, parents are fre- 
quently quite anxious about this phase of sexual development.* Chisholm, 


former director of the World Health Organization, has an excellent dis- 


cussion of the effects of our attitudes toward masturbation. We recom- 


"m 3 : ; ; " 
mend his discussion to you. He describes mother's probable reaction upo! 
discovering her child masturbating, which he calls 


and healthy exploration of his total environment." 
and shows horror and disgust. She may slap the child's hand and re- 


inforce her words by, "Stop that, dirty, dirty, if you do that Mother wont 
love you any more." Chisholm continues: 


"a perfectly normal 
Mother disapproves 


A taboo, guarded by fear of loss of love, is set up, which has the effect 
of rendering his body permanently dirty and disgusting, and of crippling 
one of his most important physiological and his most important biological 
functions. 

It becomes necessary for the fri 
periments whenever anyone else n 


suspicious. ... The next time she t 


ghtened child to stop his normal ex- 
night see him . .. but the mother is 
akes further steps to enforce the taboo 
by means of threats to tell the father, threats that such behavior will lead 
to insanity, or still worse, threats of the displeasure 
all-powerful and all-seeing God, who watches the child all the time and can 
even see him in the dark and under the bedclothes. . . . 


The social consequences of learnin 
destructive, but the mother feels th 


and vengeance of an 


E to repress while young are all 
at she has done her duty.” 


8 To get a picture of the shift in 


of the century until now, we recommend that you read: G. Stanley Hall, Adolescence; 
Vol. I (New York: D. Appleton and Company; 1904 ), pp. 432-453, 

Brock Chisholm, Can People Learn to Learn? (New York: Harper and Brothers: 
1958), pp. 98-99. 


attitude toward masturbation from the beginning 
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ds like any other growth process, should be treated 
ree 19 5 growing child has a better chance of accepting a more 
Eibe e — pattern if parents fears and punishments have not 
masturbation as the ultimate form o£ sexual fulfillment. 
Saga 155 children may ask questions about life, especially if another 
itis ps diee way. Such questions should be answered simply, giving 
full iiia he iitonmation he has asked for without trying to give him a 
eased Sos education and genetics. Oie little boy, who had been so 
kdo "m ed, “You know, they say I'm the way I am because of my 


When we left our toddler at 
two and a half, he had about five 
hundred words at his command. He 
has around two thousand words in 
shoal ct the ee his vocabulary when he first goes to 
Miles and age E five. This increase has not come about without ere 
a three- or "Mas drill on the part of our small learner. Try listening to 
and throat oni ier He enjoys rolling sounds around in his mouth 
lables, skate er * over he will repeat een men en syl- 

elke the ee read aloud, he will join you in reciting the text. 
developed ^ ew orker s account of a five-year-old's concept of a speech, 
rom much listening, no doubt: 


Language Dev 


and D 


TN nidi io Park the other afternoon, a five-vear-old advised a con- 
is LA cs his father was going to make a speech at his club. "What's 
EL ec at he was asked. III make a speech, said the five-year-old, and 
Bade T Doors are dangerous. You mustn t throw toys. You mustn't pinch 
onte. p it makes you cough. God isn't an animal and mountains 
in yo CAI When you play with a hoop, be careful or you Il get a splinter 
al m finger. You mustn't throw your car in the river, because it will 
rusty and you may need to ride in it. The contemporary looked 
Properly edified.!^ 
action symbols to satisfy 


In his language he still sees objects as 
f this is the recording of 


his ne 

fo needs and interests. A delightful illustration o 
ur- ç E : 
w- and five-year-olds in A Hole Is to Dig: 


A Pease 
2 face is so you can make faces. 
Dogs are to kiss people. 


1 * 
° The New Yorker, June 21, 1958, p- 24. 


Hands are to hold. 
A hole is to dig.!: 


His growth in language shows development in his perceptions. v 
begins to put himself in another's place—the first dawnings of a sense o 


the "other." As he plays mother, for instance, 


his conversation may go 
like this child's did: 


Oh, dear, I just never get enough sleep. I have so much to do. I P 
wish I could be left alone to sleep as long as I want to... . Mother mus 


hurry and get the dinner ready so Daddy can eat on time because he'll be 
tired when he gets home and I don't want to upset him. 


As a toddler, he had begun to associate objects and names. € 
these two and a half years he takes several additional steps in conceptua 


development. He begins to learn to distinguish between objects that are 
somewhat alike but have diff 


erent characte: 
tell a horse from a cow or 


different from a car or 


g with certain objects. For example, 
“putt-putt,” babies cry. As he makes these 
s only differences, His ability to abstract 
ies from them develops about the time he 


We must note that all of these steps in lan 


contingent upon the child’s development in 
felt indiscriminate m 


definitions concern ti 


guage development are 
Perception. From a vaguely 
ass, sharper and sharper definitions emerge. These 
me, space, and people. The toddler has little notion 
of time except as a signal for him to perform his daily functions. By the 
time he has reached five, he begins to sense a future but his time frame- 
work is still wobbly. One four-year-old illustrated this conce 
said, “I saw you on Sunday. I think it was Sunday.“ Ch. 
of the week, he continued, “Yes, Sunday, 
day, and Saturday is before Sunday.” Hi 
in terms of himself. He is curious to hear 
has a distance to go before he can tell ti 
necessarily understand time if he 


pt when he 
anting the days 
because Friday is before Satur- 
$ reaching back into the past is 
about himself as a baby. He still 
me; and, of course, he does not 


can tell it. This explanation of how à 


^H Ruth Krauss and Maurice Sendak, A Hole Is to Dig (New York: Harper and 
Brothers, 1952). 
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E N develop is only one of many that might be given. 
P "ses this question: Do we not read much of our adult need for 
à 1 oper 1 . and comparison into the ehild's responses and 
met iid aim ess — because his reponses are basically (of) the 
3 e immediate? He tells of Michael who, in a testing situation, 
; ason to categorize a dress, for “A dress is a dress.” * 

of a am at this age are limited to the immediate environment 
on top of 3 755 some perception of down, up, around, beneath, inside, 
of diosa eside; but he is a rare four-year-old if he has much concept 
: and space. He still finds it possible to believe that the people 

box." Cir me are real people and are shut up “inside the 
Sires Pag: of living have psychological n upon children's 
lupe i ° space: Gnd who feel insecure are inclined to depict this 
city rd iden tight, small figures. Children living in close, crowded 
Who live Wa probably have a different perception of space than those 
dten for 5 UN wide open spaces. The authors have observed such chil- 
Shall and Ll years and have found that they tend to feel themselves 
around fen. mo compared to children who live with more space 
tions of spa "d = un inpexesune discussion of the psychological implica- 
read ie ae revealed in children s drawings we recommend that you 
ing of s ip cld. He summarizes a most insightful discussion of the mean- 
to the m e as follows: Not only does the significance, which is assigned 
Sion. > change with regard to the importance it has in relation to en- 
Wee, but the spaces also change with regard to the emotional 

ance they have to us: 

ain 5 pre-school child may be able to count to ten, he seldom 
recit nds number concepts beyond two or three. The counting is mere 
If you ask him to make groups, he forms groups 


see 
en on the television screen 


oft ation of rote symbols. 
WO Or 8 A 
9 or sometimes of three. 


Distinction Between Reality and Fantasy 
ecomes more definite, his ability to 


As the child's perceptual world b 
Two 


distin os: 
tinguish between reality and fantasy becomes more accurate. 
E M 


Bis David Smillie, “Reality, Possibility, and 

11 55 Vol. XV, No. 3. Spring 1958, pp. 163-168. j 

Com * Viktor Lowenfeld, Creative and Mental Growth (New York: The Macmillan 
Pany, 1947), pp. 171-176. 


Children,” ETC.—A Review of General 
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characteristics of this age that teachers and parents must understand are 
the "big lie" and the "imaginary playmate." You probably have heard the 
story of the four-year-old who refused to do as his mother requested 
because a big black bear in the front yard stood in the wa y. When he 
was sent to his room to pray to God for forgiveness and was later queried 
about the results of his praying, he replied, “God said he would be scared 
of that big black bear, too." One cannot consider these figments to be 
lies. The child still perceives his wishes to be realities. He is, therefore, 
ommipotent through his imagination. Since we be 
mortals all too soon, let us not take away 
child! Kenny felt "mighty powerful" 
father was getting him a knife with 
expressed some doubt bec: 
Kenny calmly re 


come wing-clipped 
this power from the pre-school 
as he told his comrades that his 
a radio attached to it. When others 
ause they had never seen such a contrivance, 
marked that it wasn't made yet, 
inventing it. He then put an end to all furthe 
that the radio was magic be 


that his father was 


r questions by announcing 
cause no one could see it but himself. 

You might find it interesting to ask your class how many of them had 
imaginary playmates as children and wh 


at functions these playmates 
served as you remember them. A beautifully poignant story of one such 
make-believe playmate is told in The Dollmaker.* Little € 


entertained herself in a Detroit munition workers’ he 
by playing and talking to Callie Lou who was sm 
needed all kinds of care, C 


Jassie Marie 
using development 
aller than she and who 
assie Marie was the baby of a l e family of 
Southern mountaineers who were transplanted to Detroit during the war. 
As one reads this story, the need Cassie Marie had for Callie 
quite evident. Not all imaginary 
Callie Lou, but they freque > conscience, a scape- 
goat, or a retreat. If ; cepted as a part of the child’s life, 
panions usually disappear when the 
live until the child is as old as ten. 
Dreams are real to the pre-school child, He h 
distinguish between what he dreams and what is 
stantive way. Sometimes you find a three- 


thing off a page of a book. He believes the 


Lou becomes 
playmates are so urgently needed 


as was 
ntly serve as a friend 


imaginary com- 
child is six or seven, Sometimes they 
as not yet learned to 
real in a more sub- 
ir-old trying to pick some- 
pictures are real, 


yea 


!! Harriette Arnow, The Dollmaker ( New York: The M 
pp. 229-336. A most sensitively written story illustr. 
integration in one family. 


acmillan Company, 1954). 
ating how uprooting causes dis- 
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The pre-school child makes 
disais great strides in untangling his life- 
n long search of "Who am IP" He 

still sees the world revolving around 

himself, but his world is becoming 

more sharply defined and he is becoming more aware of the other people 
aware of a family structure although he has 
ationships in a family. He is likely to ask 
he teacher's husband) is her 


Establ 


in it. He is beginning to be 
scant notion of the meaning of rcl 
his nursery-school teacher if that man (t 
daddy. He enters this age as à negativistic human being, but he usually 
grows out of this attitude as he gains greater control of his internal func- 
tioning. His self-awareness is largely made up of what he can do, how he 
feels, and what he perceives the responses of others are toward him. 


The pre-school child begins to 
Developing ; 1 1 
" develop a conscience at about the 
onseienec z .. . N 
RACE same time that he begins identify- 
ing with his parents. The quality of 
his conscience is largely dependent 
upo 1 Be : ; A x 
pon his parents. The ways in which they use love and punishment as 
ver-widening spheres of behavior 


the child's initiati 5 8 
e child's initiative carries him into e 
f. If he is unduly restrained 


determine his basic attitudes toward himsel 
and confused, he is likely to develop into either a submissive, withdrawn 
Person whose ego is so weak that he cannot think for himself or an aggres- 
recall the discussion of personality function- 


Sive, angry person. You may 
ing in Chapter 2, pages 82-35. 
Parents must, of course, set limits, but limits within which there is 

and exercising choice. These should be 


ample room for moving about 
consistent and clearly defined. Limitations should be limited in number. 
m. If the child knows 


The number of taboos should be kept to a minimu 
up, he should have a place 


v without this taboo. The first beginnings of a sense of 
ablished by the child's having a chance to be 
arning the consequences of behavior. 
tears the arm off his doll, he 


he must keep the living room floor picked 
where he can pla 

right and wrong are est 
responsible for his own acts thus le 
is developed. If he 


In this way self-contro 
has to be satisfied with an armless doll. Chisholm states: 

While still quite young he should be able to overcome some of the im- 
mediacy of the demands of his infancy and to forgo minor satisfactions 


226 


THE PRE-SCHOOL YEARS 


today for better ones tomorrow. . .. Even at the expense of a little passing 
pain every child needs to learn that his own behavior produces inevitable 
consequences.! * 


In setting limits parents should try to avoid making absolute issues of 
behavior. Diverting the child's attention to something else is a better 
way to handle problems that arise. When punishment is given, it should 
follow immediately the behavior that necessitated it, and should be ad- 
ministered without feelings of reprisal or holding a grudge. The middle- 
class child who is told that his father will take care of him when he gets 
home may see little relationship between his father's punishment and his 
behavior. On the other hand, the youngster who gets a quick slap on his 
bottom followed by a hug soon afterward may be developing a greater 
understanding of consequences. 


"TU The child's social development, 
Soc interwoven as it is with all other 
phases of his being, is observed 
most clearly in his dramatic play. 


You recall, that as a toddler, his 
play was of short, familiar, disjointed themes. By 


five he is engaging in elaborate dramatic pl 
themes and fanciful explorations, In 


Development 


the time he becomes 
ay involving complicated 
addition to dramatic play, he en- 
gages in play for the sensory pleasure he gains from it: such 
hammering, sampling textures and tastes. He begins by using one color 
as he paints, adds another one as he matures a bit, and then progresses to 
an intermingling of many colors, allowing his fancy to carry him where 
it will as he plays with the dripping paints. You will find a more extended 
discussion of the meaning of play in Chapter 15, pages 428-434, 

While the toddler is primarily a solitary player, the pre-school child 
develops to the point where parallel play gives way to spasmodic group 
play. The progression by a nursery-school child is illustrated by the fol- 
lowing excerpt: 


as swinging, 


This semester Hanya (age four) has become a group member. Sheila, 
Roseann, Stella, and Lourdes are her particular friends, These girls enjoy 
playing house and their friendship grew from this interest. Hanya has 
15 Brock Chisholm, Can Peo 


ple Learn to Learn? (New York: 
Brothers, 1958), pp. 105, 108. 


Harper and 
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recently felt free to join almost any group of children at play. I have 
noticed greater willingness to share materials in the last two weeks. Her 
conversations are longer—in the play-house group they are continuous 
throughout the plav-time. Last semester there was very little verbal inter- 
play. Last fall Hanya would wander into a group and leave if no one 
accepted her. She almost always sat quietly painting or cutting or working 
with clay or dough for long periods, every morning. She refused to do 
rhythms or any activity in which the total group was engaged in a vigorous 
way. This semester she enjoys the days when records are put on, and she 
interprets the music without being aware of anyone else around her. 


The child's dramatic play abounds in domestic scenes. As he plays 
these out, he is not concerned with appropriateness of role as it relates to 
Sex or age. He recognizes status and since the child perceives mother's role 
as being of higher status than father's, this is the role most often played. 
Or perhaps it is the role played so frequently because it is the role most 
familiar to the child. As his social circle widens, he plays out scenes in- 
volving the fireman, policeman, postman, grocery- 
man, doctor, or any other person who has come to 
have meaning in his life. Children this age accept 
activity roles to play out. If daddy goes to the office, 
his role has little lure for the pre-schooler, in com- 
Parison with the truck driver. They love to "dress 
up” and show considerable growth in placing them- 
Selves in another's place as well as dress. Mother's 
shoes are in constant jeopardy. 

As the socialization process takes place, children 
become imitative of each other. One person may 
Start a chant and have it picked up by the entire 
group. As we note from the above illustration, chil- 
dren have to learn to talk to each other. Before they 
advance to this stage, they talk to themselves or at 
each other in a disconnected fashion. By the time 
group play has become a part of the child's life, he 
has developed some capacity for empathy. At two, 
a child may break into tears when another child 
cries, but it is believed that the child does not dif- 
ferentiate himself from the crying child. Later he 
consoles a hurt child. One of the interesting aspects 
of observing children is to note those who show 
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strong empathy for others. Are they the individuals in the group who 
seem to have unusually strong feelings? l 

The pre-schooler is quite aggressive at times. Leadership patterns 
begin to emerge during the later part of the pre-school age. Often m 
individual who has an unusually strong identification with an adult as- 
sumes a leadership role. However, he cannot be a leader unless others 
are willing to follow him. He may have skills that others seck to emulate. 
At this age he may be the individual who has considerable imagination, 


curiosity, and initiative. Or he may just be bigger and therefore more 
forceful or more mature, 


During play, quarrels are frequent, intense, short-lived, and usually 


insignificant. At two and a half, most quarrels are silent tugs-of-war over 


the possession of a toy. After three, quarrels are more likely to involve 
boys than girls (perhaps differentiation in sex be 
take hold) and are the result of physical att 
going to play with what and who will be in charge. These quarrels con- 
sist of physical combat and loud cries until about 
denunciation begins to supplant the physic 

The child gains 


havior is beginning to 
acks or disputes over who is 


age five when verbal 
al struggles. 

an increasing mastery over the mate 
play. He stays with his materials longer 

specific meanings for him. Block building 
pre-school child. At first his structures are 
ing, but as he reaches five his ability to build tall structures that don't 
topple is really something marvelous to behold. Often the 
used as play areas for days at a time, P. 
importance of large blocks or some sub 


ment of the pre-schooler. A five- 
than that of 


rials he uses in 
and they come to have more 
is a favorite pastime for the 
poorly organized and sprawl- 


se structures are 
arents should be helped to see the 
stitute as a part of the play equip- 
year-old's imagination see 
à three-year-old for the 
have some semblance to reality. He ation in contriving 
to develop this reality from what is at hand. Therefore, he c 
blanket and make a doll out of it, but he 
the three-year-old might do. 

A few generalizations may be made about the w 
this age reveals social and emotional deve 
cerned about keeping themselves whole 


ms more limited 
older child insists that playthings 
does use his imagin 


an roll up a 
wont use a plate or a pan as 


ay in which play at 
lopment. Children seem con- 
about losing parts of their bodies. 


JI. C. Dawe, “An Analysis of Two Hundred Q 
Child Development, 1934, 5, pp. 139-157. 


uarrels of. Preschool Children." 
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"e aet to contia mmy referendes to cutting off arms and legs. 
e) puite blood-thirsty, but they are showing their anxieties about 
maintaining their identity. They are often concerned about death or about 
losing their place in the family. The yarns adults tell children in our 
culture about death don't relieve their anxiety any and often make it 
more difficult for individuals—even as adults—to accept death as one of 
sses of living, In their play, children generally make adults ap- 
pear as individuals who can do as they please and who can control chil- 
or at least as distinctly un- 
a teacher or not. We 


the proc 


dren, Teachers are generally played as ogres, 
friendly to children, whether a child has ever had 
wonder if these pre-school children are sensitive enough to ha 
up some of the feelings our adult culture frequently exhibits toward 
teachers, 

Children this age are beginning to perceive 
observable among people. Their responses to the 
depends largely on the responses of the adults th 
in her beautiful book The Journey tells of how she saw Carl, the village 


ve picked 


some of the differences 
differences they behold 
ey trust. Lillian Smith 


idiot. as a chi . è 
t, as a child. Her perceptions were distorted for: 

I was used to a world where questions were not answered and usually 
not asked. The lights had not been turned on in childhood when I was young 
children groped our way, 


and sometimes it was a very dark place as we 
and crying in 


each finding his own path through the mysteries, laughing 
the wrong places, trembling at harmless things and sometimes accepting the 
brutal with ease.! : 


ant it is for adults to be able to deal with children's 
| know truth), and directly! The ques- 
tions that these pre-school children raise concern the real fundamentals: 
birth, death, the body, evil, differences in race, religion, dress, and speech. 
As teachers and parents we must be ready for these questions, as was the 
o described a white child's reaction to her: 


How very import 
questions simply, truthfully (as we 


hurseryes 
ursery-school teacher wh 


Christine asked me to pick her up. Then she rubbed my face and kissed 
my cheek. She gave me a long, long look. Finally, she said, “Teacher, you 
are black like Debra, aren't you?" I said, “Yes, Christine, but the color of my 
skin makes no difference in the way I feel about you or Debra. I love you 


and I love Debra." 


7 Lillian Smith, The Journey (New York: World Publishing Company; 1954). 
P. 17. 
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During this two and a half 
years, we have watched our “cute’ 
toddler grow in so many ways. His 
body has bécome taller, thinner, 
more like an adults. He has learned 
to control it through added coordi- 
nation and muscle and neural development. He has started to build the 
foundations for much of the mental growth that is to t 
the next three or four years. He has much 
sharper and more accurate understandings 
of reality; he is beginning to recognize 
number concepts; to have a sense of past 
and future time; to appreciate more space 
to move about in and to learn some of the 
restrictions such enjoyment brings. His 
emotional growth has progressed until 
now he can reach out to another in a 
genuine act of "feeling with," and he is 
becoming more and more a social creature. 
Never will he have more basic personal 
dignity than now. He requires respect for 
himself as a person. 


Physical, 
Mental. Emotional, 


and Social Growth 


ake place during 


This is the age when adults are tempted 
to exploit children by showing off their 
cute (early) behaviors. When we place 
children in the limelight to behave in ways 
that are not childlike, we laugh and beam, 
not because the child’s performance is 
good but because he is so young and 
earnest. We laugh with a child, never at 
him. Training a child to sing, dance, recite, “play a piece,” that is not in 
keeping with his own inner impulses is to thwart and pervert wholesome 
development. Adults do much harm by expressing admiration of behavior 


which is normal and appropriate for later stages of development. Training 
a child to do tricks, as one trains a dog, inhibits his hum 


an development. 
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— At this period of life the child 
assumes the human ways of his 

—A Family Product folks. If they express zest for life in 
laughter and "happy talk,” the child 

does so. If they seek to control 


others by violence so does their tot. Recently we saw à three-year-old in 
à supermarket hit a customer who was in his way. As the mother smote 
the child a heavy blow, she screamed, “Haven't I told you to stop hitting 
people?” The child takes into the world the language patterns of his folks. 
Polite words, dirty words, patterns of sentence structure are acquired 
from the family and playmates. We believe that a fertile source of “prob- 
lem children" may be teachers who are overconcerned about *bad lan- 
guage,” and thus tend to reject the child and his folks. The little child 
cannot fail to assume that his family’s ways dre right ways. 
; During this period some children display envy of adults who show 
interest in other children. It is necessary to à child that he maintain con- 
beds a adults important in his life. At age two and a half, Rosie was 
E 5 other children in the nursery school. Her mother was 
m her teacher was mystified. Rosie's life seemed good in every 
sho fre, houghtful observation and reflection revealed to the teacher that 
Rosie's nina admired little girls with neat hair-do's and pretty ribbons. 
Sie's hair was too short and fine to curl or hold a ribbon so she was biting 
children so adorned. After a small ribbon was ingeniously attached to her 


hair. i 
air, Rosie stopped the biting. 


Abaone The pre-schooler requires abun- 

dant care, sound mothering. He 
Atmospheres needs to dwell in circumstances that 
permit much freedom in relative 
safety. Too, he needs the security 
of a ready haven from threats of 
danger, somebody to make the 


minor repairs of inevitable hurts and scratches, someone to reassure him 
When he is hurt or frightened. In this stage, play is the child's business. He 


has not yet been perverted into distinguishing between work and play. 
His purposes go beyond staying alive, and comfortable, and learning to 
be a biped. Now his purposes are to learn to use his body to find out 
What his world is like, to develop and practice the important functions of 


for Growing 


Pre-Schoolers 
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the culture in which he grows. For his important work, the ap ien 
has to have space, materials, and tools as surely as does the builder o 
houses or sputniks. 

These youngsters need to play in soil and water. They need yi 
objects they can handle—boxes, barrels. A little child needs a big ball, 8 
a little one. Hoops, wheels, and barrels that turn and roll are essential. 
The pre-schooler must run, climb, and jump, swing, hang, and let go 
Nature requires him to be active with his whole body. The motive for his 
activity must come from within himself. He needs dolls, simple dishes, 
rags, old clothes with which to play house, school, and church. Play is 
the oldest and most meaningful of the projective techniques. 


Toys 

What is a good toy? In an earlier chapter we defined good as suitable 
for its purpose. Today toy-making and selling constitute a major industry. 
A plaything is any suitable tool for a child. It has a variety of uses. A bail 
can be looked at, rolled, bounced, kicked, tossed, caught, batted. A carpet 
sweeper is a pull-toy, a scooter, a sweeper. A tricycle is a push-toy, a set 
of wheels to spin, a means of transportation. A box c 
a fort, a storage bin, a house. A good toy requires the child to do some- 
thing in order to use it. It must respond to his 
facturers are caught in a dilemma of providing 
children and attracting purchase by those wh 
them, the grownups. Their problem is confou 
toys are purchased as showy gifts for Chris 
than as appropriate tools for children. 

Modern homes provide scant space for children's necessary activities. 
The parents of a normal child are likely to become problems to him, 
often to the extent that they call the child a problem. Mother takes a dim 
view of her upholstered chairs being used for bouncing; she is not likely 
to welcome the making of mud-pies in her house, The neighbors on the 
floor below express marked distaste for children racing and jumping. The 
keepers of the fine lawns and flower-beds are the natur 
children, to say nothing of the millions of children 


an be a boat, a table, 


behavior. Toy manu- 
appropriate playthings for 
o have the money to buy 
nded by the fact that most 
tmas and birthdays rather 


al enemies of small 
Who are reared in 
15 Ethel Kawin, The Wise Choice o 


f Toys (Chicago: Univ ersity of Chicago Press. 
1938). This book discusses fully the rol 


e of toys in the life of the child. 
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crowded, city dwellings where there is not even a lawn with a Keep Off 
sign for miles. 

One of the most profound social changes of our time is the family’s 
loss of land and space. Few modern housing developments have taken 
seful areas of earth. We believe it im- 
e that every child is within ready 
ely be a child and where mother 


into account children’s need for u 
perative that neighborhoods make sur 
reach of some space in which he can fre 
5 to take her eyes off bim. The ka that some cities have 

8 > develop are a step in this direction. The small children of this 
country need thousands more of them. Moral uplift of the adult com- 
munity seems necessary, also. Too many grownups value their roses and 
manicured lawns more highly than their neighbors children. In the 
modern city parents alone, on their own, cannot provide adequate, ap- 
Propriate atmospheres for the growing of pre-schoolers. This concern 
Must become, in the opinion of the authors, as urgent as that our older 
children have effective schooling. A society cannot leave to chance the 
ag dii. of its young children and expect to grow fine humans by 

providing schools, clinics, jails, and mental hospitals. 


The recent growth of the nurs- 


ools ^ . ] 
— ery schgol is an expression of i- 
^ creasing concern for the well-being 

of young children. Thus far, nurs- 
ery schools and play schools are 
ng of the wealthy and the very poor. 
e in a few cities for the children of 
Increasingly, churches 


Provided principally for the offsprir 
They are maintained at public expens 
mothers who must be employed outside the home. 
are offering their facilities for weekday use of children who are too young 
to be admitted to public school. One of the most hopeful developments is 
that of the cooperative nursery school in which parents pool their re- 
Sources and time to provide good living for their children. We hope that 
in the long run all neighbors will participate in this cooperative endeavor. 

The good nursery school is a place built and maintained for little 
children in which they can live as little children need to live. There is a 


minimum of teaching “lessons, an absence of training young humans to 


do cute tricks for exhibition. 


The adult community h accept the validity of the 


as been slow to 
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nursery school. “A child belongs with its mother” is loudly proclaimed 
from bench and pulpit. The good nursery school enhances, does not sub- 
stitute for, family life. Indeed, in this crowded and dangerous world 
which requires mother's constant watchfulness over her child as she dei 
her housekeeping, her marketing, and seeks some measure of gratification 
for herself, the mother has become the sole and const 
the normal, essential impulses of childhood. This 
“momism.” Careful studies show clearly that rel 
ents and children are markedl 
be free, safe, and secure duri 


attended nursery school show more continu 


fewer personality problems, and an 
Nursery schools must guard ag: 
tionships to those of his own 
volves parents 


ant interferer with 
may be the basis for 
ationships between par- 
y improved by the child’s having a place to 
ng part of the day. Too, children who have 
ed zest, variety of interests, 
accelerated rate of mental growth. 
ainst the danger of limiting the child's rela- 
age only. The wise nursery-school staff in- 


and older siblings in activities. We believe with Dr. Aldrich 
that: “The greatest educator of all time will be the person who shows us 


the way to conduct children through the preschool years so that this baby 
eagerness to learn is maintained." 19 


Suggestions for Further Exploration 


Visit a nursery school and make the following observ 
Contrast the social development of the 
ment with incidents and discuss. 


List the materials and equipment this school has th 
most homes, 


ations: 


three’s and the near-five’s, Docu- 


at are not available in 
Talk with some of the nursery-school te. 


portant in nursery-school educ 
teaching this age, what least s; 


achers. What d 
ation; what do the 
atisfying? 


o they think is im- 
Y find most satisfying in 


> Talk with the parents of a few nursery-school children 
think their children are getting fro 


to see what they 
m attendance at nursery 


school. 
æ See if you can reconstruct your e 


arliest memory. Think 
happened to remember this particul 


about why you 
ar incident. 
»> Go to a park or some pl 
to their talk to see if you c 


to five-year-olds. 


lace where mothers of 


pre-schoolers gather. Listen 
an discern the concerns 


they have about their three- 


19 C, Anderson Aldrich and Mary M. Aldrich, Babies Are Human Beings (New 
York: The Macmillan Company, 1954), p. 43. 
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ir-old. What have you learned from 


> Spend an hour with a three- to five-y 
the experience? 


Continue the profile vou began on the individual you are studying. Find 


out what he remembers about his life before five. 
Films depicting this age which we recommend you view, if possible, are: 


Frustrating Fours and Fascinating Fives (Ages and Stages Series), 22 min., 

sound, National Film Board of Canada. 
Studies of these ages at home and school. Suggestions for the guidance 
needed by the fours and fives. 

Long Time to Grow: Part I, Two- and Three-Ycar-Olds in Nursery School; Part 

IL, Four- and Five-Year-Olds in School (Studies of Normal Personality Devel- 

opment Series). Each part i 37 min., sound, New York University Film Library. 
Excellent; show the characteristics of children from two to five, the kind of 
schooling that is helpful to their growth, and the kind of help they need 
from adults. 

Terrible Twos and the Trusting Threes (Ages and Stages Series), 22 min., 

Sound, National Film Board of Canada. 
Shows these two ages playing on the 
cellent opportunity to see the social d 
olds. g 

When Should Grownups Help? (Studies of Normal Personality Development 

eries), 14 min., sound, New York University Film Library. 
Pre-school children are shown in various situations; in some, they require 
the help of grownups. Designed for discussion purposes—the outcomes of 
four episodes are left to the audience to discuss. Excellent teaching device. 


playground of a nursery school. Ex- 
evelopment of two- and three-year- 


When Should Grownups Stop Fights? (Studies of Normal Personality Develop- 
ment Series), 15 min., sound, New York University Film Library. 
This film is similar in structure to the previous film; four episodes are shown 
and the audience is expected to discuss them after watching some intro- 
ductory sequences which set the stage for the discussion. 


Additional Sources You May Find Helpful 


Susan Isaacs, Intellectual Development in Young Children. London: Rout- 


ledge and Kegan, 1930. 
— ——, Social Development in Your 
Kegan, 1933. 

These two books are classics in t 
Harriet M. Johnson, School Begins at Two. 
1936. 

An appealing description of the values of 


ng Children. London: Routledge and 


he field of nursery education. 


New York: New Republic, Inc., 


nursery school education. 
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Catherine Landreth, The Psychology of Early Childhood. New York: Alfred 
A. Knopf, 1958. 

A . treatment of the first six years. Excellent summary af 
pertinent studies documenting the findings. Able use of illustrations. Dr. 
Landreth has had many years directing nursery schools so her work comes 


í aT rch 
out of her own experience as well as being documented by the researc 
in the field. 


Lois Murphy and Associates, Personalit 


y in Young Children, Vols. I, II. 
New York: Basic Books, Inc., 1956. 


These two volumes are a report of the research carried on at ie 
Lawrence and Vassar Colleges in nursery schools over a period of — 
years. Excellent treatment of the meaning of play in childhood. Volume 


is a case history of Colin, one of the children studied. Most helpful to those 
who wish to understand the nursery school age. 


Play School Association, Inc., 41 West 57th Street, New York, N. Y. . 
This association has many inexpensive materials describing the philos- 
ophy and methods of early childhoi 


od. We would recommend that you wrile 
for a list of their publications. 


George Stoddard, The Meaning of Intelligence. New York: The Macmillan 
Company, 1943, pp. 382-392, 


These few pages give some rather significant effects of nursery-school 
experiences in the lowa Studies that were carried on in the thirties. 


Parly 
flementary 


Childhood 


10 


U, to age five or six 
today’s children are much like little 
Mohammed, little Marie Antoinette, 
little Simon Bolivar, little Abraham 
Lincoln. Their purposes and basic 
ways of achieving them seem eter- 
nal and universal, but at five or six 
each culture begins to cause dif- 
ferentiations among its children. In 
America, the six-year-old must be- 
come a reader; he must dress prop- 
erly and assume responsibility for 
frequent changing of the dirt on his 


face and hands. 
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The first day of school—that most important, most beautiful morning — 
as a teacher herself described it, looking back on her own childhood. F 
From the door of home to the door of school—what momentous € 
They are taken, to be sure, in a mixture of ‘giant’ and ‘baby’ strides, anc 


e 
not without a looking backward to the well-known walls of home. But they 
mark a real transition. 


A part of this experience is the ache in the parent's heart to sce his little 
boy or girl growing up. Ewald expresses this fecling so beautifully: “And 
I take him to school and see how he storms up the steps without so much 
as turning his head to look back at me.” ? 


At five, the age with which we start this chapter, the child is still 
primarily a member of his family, By about eight, he has become irrevo- 
cably a member of larger groups composed of his peers: his class at school, 
his neighborhood gang, the children at the community center, the Cub 
Scouts, his religious group. He has jumped out of his mommy's lap. This 
chapter traces the development of the child during the years of his first 
steps into his expanding world—the time when he is too big to be a baby 
and too little to be the free-roaming soul he dreams of becoming, the 
years from five to eight. He requires extremely elastic but strong apron 
strings. 

The developmental tasks u 


" P king 
pon which our young human is working 
are ones he continues through 


out his elementary school life. Havighurst 
describes these as “three great outward pushes, There is the thrust of the 
child out of the home and into the peer group; the physical thrust into 
the world of games and Work requiring neuromuscular skills; and the 


€ world of adult concepts, logic, symbolism, and 
communication.“ While these 


d s 
are the human’s pre-eminent concern 
during the childhood years, they 


are in reality a continuation of his former 
growth patterns that take on new shapes and dimensions as he matures 
into more complex functioning, You need to read thi 


: s chapter and the fol- 
lowing one as the first and second parts of the continuing development of 
the child up to the years of puberty. 


mental thrust into th 


1 Lucy Sprague Mitchell, ed., Know Your Children in School (New York: The 
Macmillan Company, 1954), pe II. 

* Carl Ewald, “My Little Boy,” in The Scribner Treasury (New York: Charles 
Scribner's Sons, 1953), p. 312. (New Yor 


5 Robert J. Havighurst, Developmental Tasks and Education 
mans, Green and Co., 1948), p. 15. 


(New York: Long" 
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By the time our young human 
bis has become five, his growth has 

sie 

Feisal Thrust slowed down to a steady rate. He 


has ahead of him a period of five, 


The 


six, or seven years of continuing, 
slow growth before he begins to "shoot up" into manhood or womanhood. 
During these years he grows about twenty inches and likely doubles his 
weight. As he grows, he loses the last vestiges of his baby looks. By five he 
i able to feed himself, to lace (and tie) his shoes, to accomplish much of 
his dressing. He can do all of his dressing according to his own standards. 
If heisa boy, he gradually begins to assume a look of muscular strength 
during the next few years. His person becomes less and less tidy-looking 
and his possessions are definitely marked as belonging to "The Court of 
Boyville."* A girl becomes scraggly-looking at play, but she still finds 
many opportunities to appear as a dainty little girl fond of ruffles and lace, 
pretty hats, and grown-up looking purses. A pair of new patent leather 
slippers still brings a sparkle to her eyes in spite of her usual helter-skelter 
appearance. At five, handedness is usually well-established and the child 
begins to use his hands in many small movements requiring dexterity. 

By six the baby teeth begin to come out. Then follows the “toothless 
gap era” about which some authors wax poetic, doubtless reading into the 
age their own long-outgrown yearnings for adventuresome living. The 
six-year-old is likely to go to extremes in behavior. He laughs and cries 
easily. He is loving one moment, aggressively hostile the next. He seeks 
independence and becomes apprehensive when he gets it. He is quick, 
active, and in a hurry to get on with things. He is susceptible to quick, 
violent outbursts and much contentiousness. He seems to be assertively 
growing into a new level of independence.’ This shifting from a stable 
individual to an ambivalent one is frequently upsetting to parents who do 
not know that this is part of the developmental pattern of “sixness.” One 
mother says, “Sharon now rebels against me; she used to be so easy to 
handle. What could be making her act this way?” She is acting this way 


0 4 William Allen White, The Court of Boyville (New York: McClure, Phillips and 
‘company, 1906). 
we à nces L. Ilg, The Child from Five to Ten (New York: 


5 Arnold Gesell and Fra . 2 E 
Harper and Brothers, 1946), pp. 88-130. Contains an excellent behavior profile of 


the six-year-old. 
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so she can learn to be a mature, grown-up person. This step is as eee 
as progressing from crawling to walking. This is an age of ls. Jupe 
that ranges farther and farther afield as the child's motor powers anc 
independence increase. 

By six the girl is about twelve months more mature than the boy. 
This maturation differential between boys and girls increases up to 
puberty. By then the girl is usually two or three years more mature than 
the boy at the same age. At eight, permanent teeth begin to appear, start- 
ing at the front and working backward. The process of the permanent 
teeth erupting continues until age eleven or twelve. The oversized perma- 


nent front teeth give the eight-year-old a toothy look that can hardly be 
described as attractive. 


Learning Physical Skills 


We left our pre-schooler with a mastery of 


alternating movement. He 
was able to ride 


a tricycle skillfully. This is one of the last fundamental 
maturations needed before a child can have complete control of his body: 


At four or five the child puts this newly-gained skill into use by swinging 


his arms as he walks in alternating rhythm to the steps. Many five-year- 
olds can ride a two-wheeler if one is at hand 


operate it. The currently used auxili 
wheeler upright, ret 
of alternating move: 


and space is available to 
ary wheels, meant to keep the two- 
ards learning to use a two-wheeler. With the mastery 
ment, comes grace and sureness. From five to eight 
the child is busy trying out a variety of physical skills and perfecting 
others. He takes great delight in putting his body through unbelievable 
contortions, thus drilling himself in his newly-dawned capacities. He much 


prefers to walk on top of ledges than on the sidewalk. He fancies himself 
a future trapeze artist. 


This is the age when the child’s indis 


played with balls before; now he begins to 
wants it to do, in contr 


pensable toy is a ball, He has 
aim, to make a ball do what he 
ast to his aimless throwing of a year or two before. 
With balls of various sizes, textures, and shapes comes the use of the bat, 
more uses. "One-ole-cat" and *two.ole-cat" and 
other ball games seem to sprout like mushrooms wherever small boys 
congregate. It is interesting to note cultural differences in the kinds of 
toys children of similar ages have in various countries and to relate the 
toys to children's developmental needs. In Me 


so that the ball may have 


Xico, for instance, nearly 
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every child has a balero—is a toy requiring much the same muscular 
coordination and precision as throwing a ball. 

It is especially noticeable that youngsters at this age find their most 
urgent impulses to learn in the activities of slightly older children. The 
six-year-old, seeing his eight-year-old elders daring to drop from a tree 
limb six feet above the ground, gains marked satisfaction from dropping 
to the ground two feet below his dangling feet. He feels no inferiority of 
comparison. This is one of our more urgent principles to be considered by 
the organizers of schools, most of whom have accepted the idea that a 
group of school children should be as nearly alike as can be arranged. 

All kinds of kicking skills become a part of the child’s repertoire of 
games. Kicking rocks down the road or street, “kick the can,” simple 
forms of soccer, kick-ball are all a part of the child’s play between five and 
eight. Generally speaking, the older the child the more highly organized 
the game becomes. Piaget's ° study of the ways in which playing marbles 
changes with the age of the players is a classic bit of documentation of 
this principle. Piaget found four stages of rules. The first or motor stage 
Consists of handling the marbles and formulating “more or less ritualized 
Schemas, but since play is still purely individual, one can only talk of 
motor rules and not of truly collective rules.” The second stage begins 
Whenever the “child receives from outside the example of codified rules.” 
This usually occurs sometime between ages two and five. The child looks 
Upon rules at this age as “sacred and untouchable, emanating from adults 
and lasting forever.” This stage is designated as egocentric, for the child 
EUM to play by himself or with others, but with no thought of trying 
VLin. Sometime between seven and eight, the beginnings of group play 


19 jean Piaget, The Moral Judgment of the Child (Glencoe, Ill.: The Free Press, 
948), pp. 1-103. 
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emerge. This is known as the cooperative stage. Since each person wishes 
to win, mutual rules are agreed upon temporarily, but they may be 
changed by general consent. Not all are agreed upon the rules. Later the 
rules are codified or fixed. All are aware of them and certain of their 
details. This occurs between eleven and twelve. The only way of changing 
rules at this final stage is by enlisting general opinion. As the child in- 
ternalizes the rules, he becomes more free in applying them as his group 
and he himself consider best. 

Running, jumping, swimming, climbing, hanging in precarious posi- 
tions, skating, diving, and playing ball are all means by which the five- 
to eight-year-old gains finer muscular control and strength. Much is made 
of daring to try dangerous physical feats. As the child grows during this 
period, greater sex differences in play occur. How much the parting of the 
ways between boys and girls is culturally induced is not known. Nearly 
every culture has discrete behavior for boys and girls.” That these patterns 
are so varied leads one to question the inherent qualities of them. Boys, as 
mentioned earlier, become more muscular and have more strength than 
most girls. Today's child-rearing practices give more freedom to girls than 
formerly. With this freedom has come greater participation by girls in 
what used to be considered boys’ games. On a playground today in a 
modern primary school, the girls take as active and as vigorous a part in 
the ball games, and the running and jumping games as do the boys. By 
seven, girls often begin playing games that are not attractive to boys, such 
as jacks, hopscotch, and jump rope. 

t games group. The importance of skill continues tO 
increase throughout the early elementary and middle years. This is 
particularly true for boys. Many boys become misfits because their en- 
vironment, illness, * impairment has left them meagerly equipped to 
play games with their peers. This has been tlie theme for many stories 
and plays, some of which we mention at the end of thi 

Most children learn the skills needed for 

the school. If a child cannot throw 


s chapter. 
games without help from 


a ball, or is not adequately skilled in 
certain games, a wise teacher tries to contrive ways for the child to gain 
these skills. These are the years to tackle this problem. If the child finds he 
cannot make his way with his peer group, he often rejects the idea of 

* Margaret Mead, Male and Female (New York: William Morrow and Company: 
1949), pp. 3-21. 
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trying. A vicious circle is established. The child can’t. He says he doesn't 
want to. Lacking the courage to try, he creeps ever more steadily into the 
shell separating him from his own peer culture. Often disproportionate 
interest in reading reveals this anxiety. Many delinquent boys are un- 
Skilled in games. They begin to channel their need for attention and 
achievement into less acceptable patterns of behavior. This makes them 
eee PR We are not implying that all unskilled children be- 
5 "his is only one manifestation of maladjustment that 
fim m if the peer culture is rejected and rejecting. By the 
ma a d is nine or ten, it is a little late to undo the emotional and 
alformation that may have occurred during this age. 
B € elementary child discovers that he can make his body per- 
pes : s tricks tine are uproariously funny to his peers—slightly less 
dion, u B He wiggles his eats, crosses his eyes, makes his tummy 
sen n stares without blinking, and practices making identical move- 
Secs "iiis, e directions with his hands. Hn persists in performing 
hers 3 5 any audience chat gives him a slight nod of approval, and 
8 singly generous with encores. 


Developing Wholesome Attitudes Toward Body 


i 2 child grows physically, he is refining and acquiring attitudes 
gil x 17 body. As a toddler, he became aware of himself as a boy or a 
i de he mastered his problems of bodily control. The ages from five 
tions elve are often called the latency period, for the body's sexual func- 
pner — less at rest until the onset of puberty. If the child has not 
this J think of the body as dirty or evil, he will enjoy his body during 
period; he derives great pleasure from physical prowess. 
his ae these primary years the child assumes more responsibility for 
^ in: health habits, Meals and sleeping hours are established by adults, 
SR gembus youngsters often find ways to alter the rigidity of these 
nes, “Please, mom, let me stay up just this once for "Captain Video” 
Most children are by this age bathing themselves, with an occasional 
Supervisory inspection and are responsible for brushing their teeth and 
Caring for their elimination without monitoring. Middle-class families 
Work most diligently to establish habits of cleanliness, regularity, and 


d Educational Backgrounds of Young Delin- 


5 Howard A. Lane, ^The Social an 
Northwestern University, 1934). 


quent Boys” (unpublished doctoral dissertation, 
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proper eating habits." We dare say that most parents feel frustrated in 
these efforts. We counsel patience and time as the two most important 
ingredients of success. This theme is humorously presented in “The First 
Dress Suit.” ° Perhaps you recall the hours you spent before a mirror in 
the bathroom behind a locked door as you preene 


d yourself for your first 
date. 


The American culture seems to have succeeded in making the eating 
habits of children a problem in the midst of plenty. We must again point 
out that this is peculiarly a middle-class problem. School teachers and 
parents alike have accepted elaborate device: 
growing organisms to eat. Some insist that 
on his plate, thus denying individual 
matter. Others insist on a clean plate 
finishing a meal, thus accentuatin 
withhold from him because they 
vegetables. If food habits are sensibly and individually established in the 
pre-school years, the child will eat well 
—unless he learns that eating is an 
fore is an ideal 


s for encouraging healthy, 
a child must taste everything 
differences in a highly individual 
and hold out dessert as a bribe for 
g the desirability of desserts which we 
are not as good for him as meat and 


and nourish himself adequately 
area in which 
area of controlling mothers, Lower-class parents are much 
more relaxed in their attitudes toward habit formation. We know some 
mighty fine adults from lower-cl 


ass homes who seem to have as healthy 
body habits as any other people we know, This m 


adults panic and there- 


akes us wonder! 


S thé: Aveve s to 

The Social Thrust As the five year-old goe : 
school, he looks back toward home 

and he hesitates, This glorious day 


for which he has waited so long 
carries also its measure of heartbreak. As described in Heaven in My 


Hand, the indecision is not for long. The little boy Says to his mother. 
"There is water in mine eyes, but it is not Crying Water . . . I shall have 
no need of thee tomorrow.“ © At five he retains much babiness, but 
dawning manliness can be seen in his eyes. He is willing to be cuddled; he 
wants mom or dad to tuck him in and kiss him goodnight; he often comes 

? John R. Seeley, R. Alexander Sim, and E. W. Loo: 
York: Basic Books, Ínc., 1956), Pp. 52-6 

1 R. Mederaft, “The First Dres s for Stage and Study, 
Fifth Series, by Samuel French (New 


ompany, 1929), 
Alice Lee Humphreys, Heaven in My Hand (Richmond: John Knox Press, 
1950). pp. 46-47. | 


i 


sley, Crestwood Heights (New 


Suit,” in One Act Play. 
York: French and C 
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running back to dad if he encounters a strange dog on a walk; he also 
runs ahead to explore all by himself. He likes to help mom as she does 
her household chores. 


As he grows into “sixness”, we probably find him on the outskirts of 
the gang, tagging along, listening, absorbing, making out that he is 
participating and oftentimes he really is. He has come to accept the older 
boys and girls as his models and tends to imitate their walks, their speech, 
their mannerisms. He is much less interested in being a cooperating, 
helpful member of the family for a few months, but he regains this desire 
again around seven. By the time he is eight, his transition to a peer cul- 
ture is almost complete. He no longer looks back and waves as he hurries 
Out to play and he is reluctant, so reluctant, to be called in. As he makes 
this transition, he may run away from home a number of times. Perhaps 
you recall the cartoon depicting the defiant-looking youngster of six, hobo 
Stick slung over his shoulder, saying as he slams the door behind him, 

And you won't see me again until dinner time!" 


Accepting Peer Culture 


: We have noted how the development of skills is an important criterion 
an gaining group acceptance. This scems to be universal with all classes 
in our culture. At five, the child is just beginning to try out all manner of 
new experiences. He explores his world to the hilt. If he has been to 
ASPEN, ] 

of this phase of growth is found in the 


A charming and sensitive depicting 
aramount Films, 1953). 


film, Little Boy Lost, screen play written by George Seaton (P. 
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nursery school, he is probably more developed in social interchange than 
if kindergarten represents his first experience over the threshold of his 
family. At nursery school he has likely gained confidence and poise a 
being away from home. Likewise his parents may have learned some 0 
the processes of letting their baby grow up. They may have learned cama 
constructive ways of cooperating with the school in helping the child to 
become an accepted member of his peer group. Whatever the child's first 
organized, continuous experience away from school, it is quite as im- 
portant at this time for the parents to understand their roles as it is for 
the child to go from the home. Kindergarten or nursery school or first 
grade may be a negative or positive experience depending partially upon 
the parents’ perceptions of healthy growth. 


You recall that the pre-schooler was just beginning to play with other 


children. This facility expands rapidly during the primary age. By the 
time the child is six, he has learned to play with a number of children for 
a considerable length of time. He also enjoys playing circle games and 
other simply organized group games. The following sensitive description 
of a six-year-old's play captures many of the characteristics of this age: 


I noticed that his attention was wandering to a small child near by, 
who was playing with a truck 


at the base of a tree, He said to me, “Can 

I go play with him?” I gave him permission. He went 
stood near the child, watching the boy with the truck, n 
join in. After a few minutes he too squatted down, poked at the earth with 
a stick, and said to the other boy, “Tm making a road for my truck.” The 
other boy at once started to help him, and from then on it was a joint 
project. Larry said, “This is a bulldozer—it's going to move this big tree." 

For the next little while, the road building continued, Larry contrib- 
uting most of the conversation regarding how bulldozers worked, how big 


they are, who drives them, the size of the stones they move, and how they 
tear up trees. Both children made imitative noises w 


supposed to be in operation. Larry’s facts we 
was obvious he was drawing upon person 


He referred to having seen a road built through the mountains where he 
had lived before, and his father's taking him to see a bulldozer, 
After about fifteen minutes the other child was called 
mother, and Larry immediately left his play, brought his truck over, and 
said to me, “When is Mummy coming back?” When I said it would be in 
a few minutes, he took his truck and went to stand inside the gate to 
wait for her. When she arrived, he eagerly took her hand and brought her 
over to me, describing with pleasure his play with the other child. He held 
onto her hand for some time afterwards. 


at once, and just 
ot quite ready to 


hen the machinery was 
re amazingly accurate, and it 
al observation, not just hearsay- 


away by his 
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At five and six boys and girls play together and play similar games. 
Dolls, dramatic play centering around home activities, transportation 
(trains, boats, planes, cars), spacemen, and cowboys—or the current pro- 
totype of cowboys—are the major themes of play. Gradually as the mores 
of the peer culture take hold, the gulf between boys and girls widens. 
Frequently they continue to play together in neighborhood groups, but 
the girls play games the boys want to play and are accepted in the boy 
play in a begrudging way, at the verbal level at least. By nine the child 
has absorbed the rituals and forms of his own group or gang, as he calls 
it, and he gains his major satisfactions from the acceptance of his buddies. 
Like many other social forms, the formation of gangs seems to come at an 
earlier age than formerly, especially in those communities in which par- 
ents tend to pressure their children to grow up quickly. The authors have 
found the emergence of gangs even in kindergarten. These gangs have 
all the characteristics of gangs of seven-year-olds. Memberships. shift 


quite rapidly; rituals for becoming a member are well-established; the 


group’s avowed purpose is to be together and thereby to exclude others; 
an air of secrecy and bold endeavor pervades the organization. 

Play of the early elementary child begins to become highly ritualistic. 
The sing-song rhymes that we remember as adults set standards of be- 
havior that must be observed with fidelity. As you walk along the street, 
Watch an eight-year-old avoid stepping on any of the cracks in the side- 
Walk chanting: “Step on a crack, you break your mother’s back.” Or see 
how he avoids walking under a ladder repeating: “Walk under a ladder, 
you'll be the sadder.” Observe him hold his breath as he crosses a bridge 
or stamp his palm with his thumb and make a wish when he sees a white 
horse, Listen to the ritual of pins and needles when two playmates utter 
the same words, or note the lengths to which two girls will go to avoid 
Passing on opposite sides of any barrier such as a post, a tree, or a gate. 
They remind each other by calling out “bread and butter” when they 
do have to go on opposite sides. These rituals vary from one part of the 
Country to another, but all groups have them. They continue to function 
through childhood and sometimes carry over into adolescence. Relics of 
these rituals remain with some of us as adults. 

A part of the play that comes sometime between five and eight and 


Continues through childhood is the use of a secret language. This may 


— " 
13 C, Brownstone, "Why Children's Secret Languages?" Parents Magazine, 1940, 


15:30-31, 38, 40. 
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be a form of pig Latin, Double Dutch, or some other adaptation D. ^ 
designed to exclude the adults who happen to be around. This panne 
we might add, into more complicated patterns with the adolescent w pee 
continuously creating new vocabulary to express his own culture, an 
conceal himself from adults. One of the difficult tasks of adults is to keep 
abreast of the latest "jive" talk. Using a word that made its debut last 
year but has recently been replaced marks one definitely as “old fogy. Na 
doubt we have just been so marked by some of you as you read this 
paragraph. 

If you live in a neighborhood where there are many children be- 
tween five and eight, listen some summer evening as the children are 
called in or as they go out after dinner for the last few minutes of play- 
The street rings with their sing-song patter—sweet sound of childhood: 
“Oh, Roger, come on out, Rogerrrrrrrrr! Billy has a girllIIJIIMIII! Billy has 
a girllllllll! I know something you don't know. I know something you 
don't know!" 

During this period in the child's social development, attitudes emerge 
toward people that are likely to remain with him for life, He learns to be 
generally inclusive in his choices of friends or to be exclusive. If he be- 


comes exclusive, he rarely knows that he is. His environment may be $9 


contrived, however, that his group of friends include only those who are 


quite similar in background, race, or religion. The film, The High Wall 
depicts this very well! How many children hear repeatedly as they 
grow up, "We don't play with that kind." He learns to feel with other 
people, and he often develops a friendship with one person who becomes 
his pal. Some psychologists believe this "pal" rel 
the first feelings of tender love that !. 
sexual forms. A beginning of the fee 
must be wary of bre 


ationship is the basis for 
ater are rechanneled into hetero- 
ling of tenderness emerges. Teachers 
aking up these tender attachments. 


Learning Sex Roles 
During early childhood, the youngster's sex role becomes definitely 
established. At five the boy child would still just as soon play a mother $ 
role as a father's; by nine the boy child wouldn't be “caught dead"—in his 
language—playing the mother’s role, During these years, he learns quite 


14 The High Wall, 32 min., sound, distributed by New York University Film 
Library. 
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definitely that our culture expects boys to be strong, protective, stoic. 
Tears are the stuff of sissies. "Cry-baby" becomes a label of derision, and 
so American men weep inwardly and develop ulcers. In many communi- 
ties if he is a lower-class boy, he is expected to fight, to be outwardly 
aggressive. If a middle-class boy, he must fight in self-defense but not 
pick a fight. He is not supposed to show tenderness or weakness. The 
girl learns that she is expected not to be as boisterous or active or strong 
as her brother. “Whistling girls and crowing hens come to no good ends,” 
is a folk saying that our culture has absorbed. Daintiness and sweetness 
are prized virtues in females. A girl may cry, not swear. She is expected 
to stay closer to home, to be more interested in activities of the home and 
to help mother with household affairs. 

Our culture imposes quite a burden upon the boy 
to grow up rather exclusively in à female society, often lacking satis- 
factory male models. Crestwood Heights '* is a story of one community 
illustrating this circumstance. This is particularly true in suburban living, 
When the men of the community leave on the seven-thirty train for work 
(or hop in their cars) and do not return until six or seven in the evening. 
pai k these communities are known as “bedroom communities.” Today 

dren have the opportunity to form any clear idea of what their 


fa 
athers do when they go to work in the morning. 
is consistently interested in 


child since he tends 


During the primary years, the child 
babies. He is not able to understand how babies come to be, and he 
doesn’t much care for a biological explanation. He seeks information 
about babies and his play involves having babies and caring for babies. 


Yl MEDII ace In early childhood the young 
learner has to discover the shapes. 
feels, tastes, smells, sights, and 

sounds of his world. He is a curious 


human and the world is full of mysteries that must be unraveled. He has 


a milli s 
million questions to be answered and every answer poses another batch 
does it work? Where is 


of questions. What is it? What makes it go? How 
it going? Why is it hard, soft, green, red? Just as the mouth was baby’s 


— Ce IN 


(N 15 John R. Seeley, R. Alexander Sim, and E. W. Loosley, Crestwood Heights 
ew York: Basic Books, Inc., 1956). 
1949). Willard Olson, Child Development (New York: D. C. Heath and Company, 
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major avenue for finding out about the world, at five the eyes, ears, hands, 
and legs are the major media for discovery. The five-year-old needs to have 
many opportunities to try out all his sensory equipment in a vast variety of 
situations. He should be surrounded with all kinds of materials so that 
his life experiences are rich and varied. The kindergarten room and play 
space includes toys that challenge his mechanical and structural senses 
such as large blocks; puzzles, requiring the fitting together of various sizes 
and shapes; dolls of many different sizes, textures, and capabilities (it is 
important to have dolls that are flexible, that can be cuddled); as many 
pieces of machinery as the ingenuity of the teacher can contrive, such as 
simple motors (they need not work). Facilities for climbing and swing- 
ing should be available for the 
development of muscles that are 
awaiting exercise and stretching. 
Experiences with clay, paints, 
games, story books, pictures, simple 
musical instruments, plants, and 
animals—all are necessary if our 
five-year-old is to develop as whole- 
somely as his capabilities allow. 
Indeed, these materials should be 
available to the child throughout 
the primary grades, for these are 
the stuff out of which learning is 
fashioned. One other ingredient is 
necessary—a wise and loving teacher 
Who can do some of the things that 
primary children want to have done 
and who can so guide the boys and 
girls in their discoveries that they 
have many opportunities for plan- 
ning together, for sharing, for ac- 
cepting responsibilities both for 
their own behavior and for the well- 
being of the group, for caring for 
Property, for discussing, for becom- 
ing aware of their own and others’ 
needs, 
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Learning the Three Rs 


During the primary grades most children learn to read, to write, and 
to do simple calculations. The muscles and nerves of the hand and arm 
have developed enough by six that most children are ready to learn to 
write. The eyes have matured by age six or seven so they are ready to 
focus for more extended periods on the relatively small print found in 
most books. Many children's eyes do not become adapted for fine, close 
work until eight, however. These children should not be pushed to spend 
any more time than the wisdom of their own bodies dictates in focusing 


upon the printed page. 

The five- or six-yea 
concentration and dedication of pur 
earlier age—if he is the one who initi 
whole body as he seeks to gain contro 
Sometimes this proves a frustrating task for our youn 
often outdistance his skill, but he perseveres nonethe 
a child: 


r-old child brings to the task of writing the same 
pose that he brought to walking at an 
ates the writing. He works with his 
] of his neuromuscular powers. 
g learner. His desires 


less. Gerry was such 


came to his mother with a sheet of paper and a 


ba and asked her to print his name for him to copy. He squatted on 
he floor beside his mother, took on a look of intense concentration and 
as evident that this was not an 


Started to print underneath the letters. It wa 

Syr task, his whole body was involved. His facial muscles moved con- 
tinually, he frowned, his tongue kept coming out between his lips. He 
clutched the pencil in his right hand while his left hand anchored the paper 
firmly to the floor and was placed so that he could make erasing movements 
With his thumb. His whole body moved and there was constant shifting of 


his feet. 

Alter a short time it was 
difficulty. He had covered seve 
with the results. Finally he leap 
his mother with it, teeth clenched, f. 
he said, “I can't make this one,” at t 
his pencil until it tore. Crumbling up the paper in both h 
Out of the room, breaking into tears just as he disappeared. 


As he spoke, Gerry 


evident that he was having considerable 
ral pages and was by no means satisfied 
t up, picked up the paper and rushed to 
ace red, and body rigid. Almost in tears 


he same time he scored the paper with 
ands he rushed 


anuscript writing in school, since 
und in printing. They seek to 
h to dictate 


“writing 


. Children today are usually taught m 
it Corresponds to the letter formation fo 
Write their own names, many of them at age five. They wis 
Stories to the teacher and finally to write stories on their own 
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power.” In school, the child is helped in letter and number 1 aiat 
spacing, in establishing relationships of letters, words, and st 1 
Teachers would be wise to re-examine the steps by which a child ea : 
to feed himself with a spoon as he guides a child in learning to write. dva 
indeed are the six-year-olds who have failed to learn how to feed es 
selves. Neither will many fail to learn how to write if we go along il 
the developmental process of hand and arm coordination rather than 
attempting to impose uniformity of growth and performance. By the Ho 
the child is eight or nine he writes. We smile a bit ironically as we: con 
sider the tremendous effort elementary teachers put into securing uniform 
writing that meets certain preconceived standards and then examine the 
writing of our graduate students, most of w 
ing to these standards. 


Among the many values peculiar to communicating by writing is that 
one can communicate with another without facing his immediate re- 
sponse. Teachers must guard against correcting a child's writing if Él 
expect to learn about a child through his writing. Bobby's parents learned 
much about him through an earnest bit of genuine writing. Bobby, age 
eight, had been visiting his neighbors frequently, They almost always Bae 
him things, many of them made in Japan. One day the woman neighbor 
gave a candle to a little girl who was there 


Bobby. He came home and wrote the 
husband, Mr. Gooch, This he w 
stamp on it) when his mother 
letter was written in ink 


ra accorde 
hom learned to write accor 


also, but gave nothing 10 
following letter to the woman ° 
about to deliver (it had an Easter 
discovered it and restrained him. The 


. "To 
and had on the outside of the envelope, To 


Mr. and Mrs. Gooch.” Bobby has a three-month-old sister. He had been 
the only child and these neighbors had been quite understanding of him. 
The letter read as follows: 


8 


Dear Mr. Gooch 1 


want you to look at this carfly becai 
you want me to stay vou had better 
and ty it around the trei 
I will see it 


ise I will be Gone, if 
acte quick? take a scarf 
€ out in the lot beside your house. 
and then you have me back again. but this 
mens that vou are Eoing to give me a fair pick betawn the things 
that vou are going to give outher people. 

d yours truly 

if vou do this? 


Bob. ps thinks for what you have done enehow 
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Children growing up today live in a reading culture. We dare say that 
if the school gave no formal instruction in reading, most children would 
learn to read. Most children come to school already “reading” in a variety 
of situations. The five-year-old brings the mail to mother saying, “We got 
a letter from grandmother today.” He has in his way read the envelope 
though he may recognize no word on it. He goes to his record collection 
and picks out “Peter the Wolf” to play. He has read the label on the 
record—in his way. The child who is surrounded by attractive books, 
which he may handle in his own way, learns to read sometime between 
ges five and eight. A few learn at four; a very few may not learn until 
nine. As with eating, the child soon “catches on,” especially children of 
upward-striving middle-class parents, that he can use reading as a weapon 
to control his mother. Her anxiety about early reading is contagious. As 


realizes that this matter of such great 


he catel 3 
1e catches on, he unconsciously 
he adults 


concern to her puts him in a favorable position for managing t 
in his life. He becomes anxious and he cannot read. 
T Each child should be given many chances to find out that reading is 
deponi E of the process of communicating by writing. As he dictates 
Rs to you and has a chance to read them back with you, he 
5 decus 5 fact. Reading is a personal matter and should be 
the s 985 by the school as it is taught. Individual differences affect 
8105 a at which the child begins to read, the facility with which he 
ads, and what he chooses to read. We teachers must take into account 
these differences and see to it that our primary rooms contain a wide 
a wide range of difficulty about many, 
many childhood interests. The teacher's task in helping the child with this 
developmental task is to challenge him to think as he reads, and to pro- 
and trust that will encourage him to 
Our culture needs people 
hat is read. This 
the 


vari ( P 
ariety of attractive books of 


vide an atmosphere of confidence 
explore by reading the material found in books. 
Who have the ability to think critically, to evaluate w 
attitude toward the written word is begun in the primary years at 
time the child is learning to read. 

We see a parallel in our culture between the adult’s anxieties about 
eating and reading. Both of these are processes in which the child is 
eager to participate and to learn the necessary skills. The middle-class 
insistence upon earliness and for proper, approved ways of doing things 
has created emotional blocks that have resulted in making both eating 


and reading problems for many children in spite of their natural need to 
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succeed in both, perhaps we should say because of their great desire to 
d. 17 

ero child who cannot yet write must have opportunities to E 
messages to someone who can read and respond to them. If he 8 0 5 
yet read, he needs others in his life to read to him, as do the aut a> * 
these lines when they misplace their spectacles. The activities a 2 
primary grades must be so managed that every child can participate Ad 
in complete dignity and self-respect regardless of the degree of his : » 
in writing and reading. Reading is important, it must never be crucia E 
a child. We urge your deep and thoughtful study of the ultimate effec 
of separating a classroom of children into superior, medium, and dip? 
petent readers. A child who cannot read well needs a pal who can, i 
will seek one just as surely as the undersized lad will seck a friend wh 
is a good fighter, id 

The following outline shows the kinds of language experiences the 
are desirable for a school to Provide, and the ages at which these experi- 
ences are appropriate. Note the wide overlap of ages at which any experi- 
ence is considered an appropriate part of the curriculum.!* 


Language 


Experience given e 


mphasis 
o Experience occurs 


ORAL EXPERIENCES 


K12345678 
. — 


o e 
Answering questions idis 

Conversation in small informal groups diis 

More formalized conversation in larger group ok 

Sharing time (show and tell) with class group = 2 ee 8 

Relaving messages 0 0 

Telling a story 000 o o o 0? 
Planning and discussing class activities — 
Reciting thymes and poems 900000009? 


For a more detailed discussion of this point of view consult C. Biihler, The 
Child and His Family, trans, by H. Beaumont. (New York: Harper and Brothers 
1939). 

i 1* Design for Human Growth (Wi 


Imette, III.: 
No. 39, 1958). 


Wilmette Publie School District 


ORAL EXPERIENCES (cont.) K 1 2 3 4 5 6 7 8 
Dramatic play-recreating, impersonating or imi- "= * © 9 
tating a character or part 


Dictating a story, letter, experience, a poem or 0000 
song 


Creating or making up a story 


Telling about an incident or personal experience 


Ma xing an announcement 0000 
Reading to group d r 
Taking part in a discussion og* «9359 
Making simple introductions of people gagot mar 
Taking part in telephone conversation o. jg " *9**" 
Giving directions for a game or other activity 00000000 
Telling jokes or riddles 00000 
Giving simple book reports 0000 
00000000 


Speech improvement activities 
as Student Council 


Giving simple report-such 


Choric speaking gp" 


Giving social studies reports 


Giving book review or report (evaluating material) 


Dramatizations 


Participating in and conducting class meetings 


Reporting to class group as a representative o 6g**"**- 


Reporting to class group as a representative _0 © 0 


Current events reports 


More formal introduction of people such as for 
assembly programs 


LISTENING EXPERIENCES 


Listening to stories or poetry 


Bister TES 
istening to conversation in small groups 


Listening to experiences of members of group 


Listening to group instruction or direction 


Listening to radio or TV programs 


Listening to music records 


Listening to story recordings 


to 
9 
[zi 


LISTENING EXPERIENCES (cont.) K 19 33 5:06 78 
Listening to film commentator or other audio-aids o ° © © © e» e © ° 
Listening for phonetic training—(Discriminating o ° ° e 
between various sounds) 

Listening to group discussions CE AM PRO 2 Iola 
Listening to reports „ € € 36 S 
Listening in audience situation—assemblies, etc. o Gg. mo vede 
Listening in class meetings . 
Listening to individual instruction or direction o 


WRITTEN EXPERIENCES 


Dictating ideas to be written bv teacher x 


—simple 
stories, letters, news or description of picture 


[9] 


Writing a caption for a picture—labels, signs 


0 0 N 
Writing a note “oe 8 a woo 
Writing an invitation 665° 9 00000 
Writing simple story Gr 9 3» s * ow 
Writing poem ie * € cs 
Writing a group experience oa = € 
Writing simple letter (a permission note) me HBG Gi. ts. 0 
Writing friendly letter (a thank you note) * * 5 
Writing about an experience Git Memes ee 
Writing a play Goo oo o ð 
Writing a song 00000000 
Writing on greeting cards 0 O 
Writing in booklets, class newspapers, etc, Wd ce cw dp et 
Writing simple report e o € e 
Writing an outline o o o ? 
Writing a social studies report—using research 9r mw 6 

material 

Writing a business letter—asking for material, ete. ee o ? 
Writing for school paper o 8 e 9 
Writing a book review sra i 
Taking notes (for room meeting, etc.) of o¢ ve * 
Formulating answers to thought que E PX ca EE 
Creative w riting—stories, poems i E o. 6 4 3 339 3 € 
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ORAL ABILITIES K 198 4567 
To express idea so that it is understood CE GO S Utt mE 
To carry on conversation with individuals Ho Wise: APF ES T0720 40 IGI 
To talk to class group ORG A E S Di 
To tell a story, recite a poem PE OOS 0098 
To contribute to a discussion o GIO f oW rM 
To contribute to a planning session Vo meer 
To contribute to an evaluation discussion „57 
To give an oral report So NC e 
To discuss a problem and give views m E albos 
To use telephone AMON S UMS IS oe" 
To pronounce words properly—using dictionary EE wor 
When necessary 
To interpret or portray a character in play 7:020; 70, 0559 0:79... 
To organize ideas for a story, report, discussion N 
To speak from notes PRA: 
To give information clearly and accurately * 
To give details when needed 8 
To speak with poise (physical and emotional com- WIL EE 
posure) 

To use simple parliamentary procedure = Bes Coa 
To ask clear questions SEE ee 

7 


To us 5 - ; 
© use correct grammatical forms in conversation, 
reports, etc. 


To speak clearly and with pleasing voice 


To speak concisely 


To parci 7 > 
9 participate in panel type discussions 


DS ci 
9 discriminate in choice of words 


LISTE; 


G ABILITIES 


To li F A 
9 listen courteously to individuals—conversations 


To listen courteously in group situations—discus- 
) 


Sions 


To li ^ - i 
9 listen for directions or instructions 
* p „ X ee SS d 
To listen for explanations, understandings o 
P . x = E mE ee o 9 
© listen for information, details, etc. o 


LISTENING ABILITIES (cont.) K 1 2 3 4 5 67 8 
o 
To listen for cues or implied meanings * 
To listen to music, radio, poetry se ee eo m mo 
To listen to a discussion ag € $9 s sg e? 
WRITING ABILITIES AND SKILLS 
To dictate a short sentence s 
To dictate an idea, a story, a caption 0 0 
To write a story oOo 9 * ? 
To write a poem 9 * © 
To create story, poem, play, program JUR ee 
To write simple letters (permission to take trip, g% s © go 
etc.) 
To write friendly letter—an invitation, a thank you vs * o @ id 9 
note 
To write business letter o g «€ $9 e? 


To write simple report 


o o 0 o 
To write complete sentences 


9 o o o o 9 9 

To write ideas in paragraph form TER 

To understand letter structure—friendly, business BUS eee 

To proof read VE WO 

To write simple outline ee 

To write report—book, special interest, social gm mmt 
studies with good organization of ideas 

To write minutes of meeting—room, Student EE 
Council 

To write articles for bulletin, newspaper, room, „ 
school 

To write with variety of expressive words db 

To keep bibliography, book lists Ade 

To present written material in correct form—head- oe” 


ing, centering, indenting, spacing, 


paragraph- 
ing 
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. Growth in language ability takes a giant step during these years; the 
primary child begins to catch hold of the idea of symbolization. As he 
reads, he learns that these few marks "stand for" something. He begins to 
differentiate between the reality and the symbol although this, like many 
other tasks, is lifelong in its accomplishment. He begins to be able to 
develop categories and to recognize likenesses as well as differences be- 
tween the various items within a category. He begins to think in abstract 
terms although he acquires little skill in handling abstractions during the 
primary years. His interest in cause and effect is high. He becomes curious 
about natural phenomena, speculating on the cause and origin of the 
wind, what happens when it lightnings. why we can hear a jet plane but 
cannot see it, and what causes the streak it leaves in the sky. All of these 
are subjects for conversation. He seeks to add to his storehouse of knowl- 
edge and in so doing gradually develops organization and integration of 
his knowledge. He is beginning to feel the need to master the knowledge 
that he recognizes is all around him. 
i The primary child's language reflects rather 
ae spoken in the home. Many children from low 
ae r first rejection by the school when the teacher in 
e PE don't talk like that." Yet all the adults they know 
1 The teacher is often shocked by some of the vocabul 
-class children use. He interprets the use of certain words as deliber- 
ate attempts by the children to offend or to shock the teacher. Shame and 
humiliation result. The child is confused for he does not know in what 
ways he has offended. Teachers need to know the mores of both lower 
and middle-class living if they are to relate with wisdom and understand- 


ing to their children." 
A few children have speech 


accurately the quality of 
er-class homes meet 
forms them that 
do talk 
ary that 


difficulties. These occur more frequently 
among boys than girls. Usually such difficulties have an emotional base 
and may need to be diagnosed by the best available medical and psycho- 
logical services. Stuttering is a speech difficulty that still defies solution. 
For years it was believed that one common cause of stuttering was chang- 
ing a left-handed child to right-handedness. Present knowledge makes this 
seem quite unlikely. As far as is known, stuttering seems to have an emo- 
tional base. Sometimes young children stutter for a short while and then 
outgrow it. Some instances of stuttering are due to a traumatic experience 


——— 


19M. M. Hughes, "Learnin 
1945, 92.195131. 


g New Ways of Behaving.” Childhood Education, 
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that the child has had. One such instance was Michael, age five, MERE 
mother was about to give birth to her second child. One day Vp 
started to stutter. His speech before this time had been quite normal. e 
mother was at a loss to explain the sudden turn in her child's developmen: 
and after several days of his continuous stuttering took him to a clinic for 
diagnosis. ) r LS 
The physician probed to see if anything had happened to expla 
Michael's behavior. The mother knew of nothing. She was advised that 
probably the stuttering would disappear as suddenly as it had appeared. 
She began to listen carefully to Michael and to spend more time with hin 
One day she had to reprimand him rather sharply. Michael burst E 
tears and cried out, *Donald said you would throw me in the garbage! 
This was her clue. She discovered that Michael's playmate, Donald, who 
had been taken away from his home because of his mother’s death sien 
her second child was born, had been filling Michael full of the horrible 
notions of what would happen to him when he got a little brother. 
Donald's favorite Way of disposing of Michael was to have his mother 
throw him in the garbage can and put the lid down so tight that he 
couldn't get out. It was after a visit from Donald that Michael had begun 
to stutter. Soon after Michael's outburst, his mother noticed that Michael 
was no longer stuttering. Mother in the meantim 
Michael that no such fate awaited him, 
More and more is becoming known 
who have slight brain damage have 
Frequently, this is accompanied by 
perceptual difficulties, Teachers are 
of these problems because, sinc 
deviations that parents do not 
incorrect speech habits bec. 
distinctly. It is import 


€ had been reassuring 


about aphasia. Many children 
speech problems due to aphasia. 
reading and writing defects due to 
in many instances the first casefinders 
e they are objective, they are able to see 
recognize. Some children have formed 
ause they live with people who speak in- 
ant to know whether 4 child's speech difficulties are 
caused by structural deficiences, brain damage, emotional disturbances; 
or poor habits, or some combination of these factors, 

Primary children learn to tell time, to count, to 
They begin to get a concept of space and 
experiencing. They are inte 


add and to take away: 
distance beyond their own 
rested in sizes and Shapes. The concepts of 
spatial relationships become quite realistic, The people in the drawings of 


an eight-year-old tend to be smaller than the houses, for instance. Com- 
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pai ans are made as a part of daily living so that concepts of more and 
Ss longer and shorter, larger and smaller, now and then, today, yesterday 
and tomorrow, gradually become more complex in their structure. A child 
a another’s house and comments, “We have two bedrooms in our 
eas one for me and one for Daddy and Mummy. You just have one— 
or you.” He goes to school and counts the number of children absent each 


morni 4 i ANGE 
rning. He begins to keep track of how many days it will be before we 


7 7 
80 on our trip to the pet shop. He counts out the cookies for each child at 


party or the crackers at milk time. 

Arithmetic is the shorthand of quantitative thinking, an especially 
Sen ve on would seek to teach the shorthand 
E own language. Until a child knows the meaning of three and 
s 775 and less, add and take away, divide (share) and multiply, it is 

5 eless and stupefying to instruct him in the intricacies of arith- 
metical formalities. First-grade children who have had experience with 
ts ow the rabbit two carrots, seeing if we have enough eggs 
MEE T reme come up with the right answer to: Have we enough 
jue Ss i ed what we have listed? How many carrots will we need to 

abbit for a week? If daddy and Uncle Fred eat two eggs and 


the 
res Sei : or 

St of us eat one, how many eggs will we need? Few youngsters of 
arithmetic down. 


comp: 2 ; 
mpact language. No sensible pers 


in on comprehend the conventional way of writing 
e of arithmetical processes seems slightly related to 
comprel Su opment and maturity. Da these primary years. degrees of 
hension and skill in dealing with numbers should receive no more 
"is nor occasion no more gratification in teachers and parents than 
ga 118 ii of the child's feet. The classroom, however should abound in 
dius S and concerns requiring the posee of quantity: pennies, 
half oe dollars, feet, inches, pints, cups, pounds, quarter wedges, 
dges. These must be real quantities, not mere symbols. 


The primary child continues to 
s work on his lifelong task of becom- 
ing an independent person. By the 
time he is seven or eight he is usu- 
ally entrusted with finding his own 
arlier if the school is nearby. 
ass families, this is 


Ach 


Independence 


Wa 
pid to school. This may. of course, come ei 
S begins to make choices of friends. In middle-cl 
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likely to be quite subtly managed by the parents, so the child may not be 
as autonomous as he seems. In lower-class, urban families, friends tend to 
be limited to those who live on the same block. As the child grows older. 
he begins to realize that adults may be criticized, that the wisdom of adult 
authority may be questioned. This is a big step toward autonomy. As he 


; «3 inder 
gains more status among his own peer group, he becomes more ind 
pendent of adults. 


A wise parent does a bit of judicious co: 
independence. Note how skillfully 
nudged her fledgling from the nest: 


ntriving to help the child gain 
the mother in the following incident 


Nick and his mother greeted me at the door of their apartment. We un 
down for a few minutes; the mother announced that she and Nick ha 4 
been planning to go to the sixth floor to deliver a Red Cross receipt, She 
turned to Nick and suggested that he might go without her. Nick said, Hes 
that's where they have the big dog and he jumped on me before. Do I yee 
to go?” The mother answered, “But, Nick, that is how he makes you feel 
welcome. He forgets that you are a little boy.” Nick pressed close to his 
mother and said, “Do I have to go by myself? I don’t want to go. That dog 
seared me; he knocked me over; maybe this time he will bite me.” Mother 
reassured him by saying that Patsy was just showing him how glad she was 
to see him. She said, “Remember to call her Patsy, stand firm, and say, 
‘Down’ firmly. Then she will know you are her friend.” " 

Nick with his feet firmly apart said, “TIl say it like this, ‘Down, Patsy- 
His mother told him that sounded fine, Nick said, "OK, I'll go. I won't let 
that old dog knock me down this time." As his mother reached for the 
envelope for him, he asked, “What floor do T go to? How will I know 


which door? Maybe she won't be there. Do I tell Joe (the elevator operator) 
to wait for me?” The mother explained that he was to ask for the sixth 
floor, and the number was on the envelope, “6N, like your name, Nick. 

She showed the envelope to him, and told him that the door was right 
near the elevator, and that when he had delivered the envelope, he should 
ring the elevator bell for him. She also told him that if 
as to bring the envelope back. This explana- 
d he prepared to leave. His mother told him 
a and he could have cake when he got back. 


tion seemed to satisfy Nick an 
that she was going to make te 
He smiled broadly and left, 
After about ten minutes there w. 
bell and Nick could hardly get in f. 
“Mummy, Patsy jumped up 
and do you know what— 


aS a peremptory ringing of the door- 
ast enough to tell us about his trip- 
and she licked my face and I didn't even wiggle 
Patsy's going to have puppies real soon. Her 
mother said that I can Eo and see them. She'll tell me when they are 
borned. She has to go to the hospital to have them borned.” He was 80 
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ik fast enough to tell us of his experiences. He 
said, ^Patsy let me feel her tummy where the puppies are. How many 
puppies will she have?" His mother said, "You weren't afraid of Patsy this 
time, were vou?" With a shrug of his shoulders he answered, “Nope, I 
like her.” Then he asked for his cake and sat down and concentrated on 


excited that he could not spe: 


eating it. 


Contrast this mother’s treatment with the one described in the fol- 
lowing incident. This child is a year older chronologically, much less 


mature emotionally: 


As Rhonda was talking, she dropped into the habit of nervously interlac- 
ing her fingers, looking up at her mother every other minute with attitudes 
that suggested fear and need for approval. If Rhonda mispronounced a 
word, her mother immediately corrected her. Rhonda then always said. 
“Excuse me,” and looked at her mother hesitantly as if to say, “May 1 


go on?” 


By the end of the primary years, the child is usually free to choose 


asions, what TV or radio programs 
mits), where he is going to 
Children of seven or 


what he is going to wear on most occ 
he wants to listen to (within reasonable lir 
play—outdoors, indoors, in his room, or elsewhere. 
eight need to feel that they are responsible, that they can be entrusted to 
help with some of the household tasks. This is particularly important if 
the older children are given a great many jobs to do and thus included in 
à more adult way in the family. We recall Nathaniel whose mother did 
not allow him to go to the corner store on errands because he always lost 
the change, or broke the bottles, and his older brother was far more 
dependable. 

For several weeks Nathaniel had be 


m the hall as soon as he got home 
him on errands and had found him quite trustworthy, One afternoon 


Nathaniel's mother happened to be visiting the neighbor as she was in- 
structing Nathaniel about what to get at the store. Much to his mother's 
Surprise, the neighbor gave Nathaniel a five dollar bill to pay for his 
Purchases. His mother protested, but the neighbor said Nathaniel had 
managed situations like this before and always got home with the correct 
change as well as the groceries in good condition. Nathaniel was seeking 
from the nei ghbor the responsibility that he needed but was denied in his 


own home because the older boy was available. 


en visiting the neighbor who lived 
from school. The neighbor sent 
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The child began the process of 
developing a conscience as a pre- 
schooler through his identification 
With his parents. This process con- 
tinues and becomes more differen- 
tiated during the primary years. He begins to recognize rules that govem 
behavior; once he recognizes them, he insists upon their rigid appli Bs 
tion until he learns later that rules are not ends in themselves. A child's 
insistence on adhering to the letter of the law is illustrated by this incident: 


Developing 


Conscience 


His mother said audiblv, 


« i 3 reallv 
Tommy is angry with me today, and I really 
9 " 8 ^ 
don't blame him in a w 


ay, aren't vou, Tommy?" He looked up momentarily 
but made no reply. His mother went on to explain, carefully directing her 
remarks to both of us, “He promised to take his Babar book to his teacher 
for Friday, when Mrs. Sloan asked to borrow it for David, who is sick A 
the hospital, We both forgot about Friday and lent it. We can't get it back 
in time for him to take it to school. Tommy is quite upset about it." At 
this point Tommy lifted his head and almost shrieked with anger, "But I 
promised and you shouldn't forget." He gave the ground a vicious stamp. 
This is the age of “It’s not fair!” for he expects all things to work out 
according to the rules, He still interprets the rules as primarily established 
for his benefit. When they work against him, “It’s not fair!” The child 
begins to develop means for avoiding his sense of guilt when he does not 
live up to the rules, The processes of rationalization and self-justification 
begin to operate. The teacher has excellent opportunities to help the 


child understand what he does when he rationalizes by helping him be- 

come aware of the “others” who are concerned. The teacher's use of re- 

wards and punishments js more apt to make sense to the child if he begins 

to understand the Processes by which his conscience 
The flowering of the awareness of the feelings 

take place during the prim 

ences of teaching this 


is developing. 

of others begins 1g 
ary years. This is one of the satisfying experi- 
age. Observations from teachers read: 

I was interested to see T. 
into a corner of the cupbo 
ately left her blocks, we: 
forted her. She began rubbing the hu 
succeeded in rubbing the hurt aw. 
tion the hurt child. Trudy steppe 
look of deep sympathy on her f 


I'll help if I can." 


rudy's response 


as one of the children bumped 
ard. The child bu 


rst out crying. Trudy immedi- 
zer arms around her and com- 
rt side and probably would have 
ay had not Miss R. interrupted to ques- 
d back a little, but stood quietly with a 
ace, as if to say, “I’m. so sorry vou got hurt. 


I've recently noticed he is more tolerant of others. At the start he 
would not accept the behavior of the most immature in the group. 
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But 


just this week he most thoughtfully helped Jim with his jacket and zipped 


it for him. 


More and more she gives love and care to others; for example, she'll 
comfort, pat and kiss children who are crving or hurt. Sometimes she'll run 
and hug me. Often she comes at me from behind or the side so I'm grabbed 


unexpectedly and can't 5 


ce who it is. One time I decided to turn the hug 


into a piggy-back ride. Evan was thrilled and delighted. 


School 


for Primary Ch 


What kind of school is needed 

for the five- to eight-year-olds? This 

dren is the question that you must put to 

yourself as you plan to teach. The 

school of today is largely the result 

of circumstances of living that no longer pre- 

vail. In the past, long summer vacations were 

necessary so that the children would be avail- 

able to help during the growing and harvesting 

seasons. Classes were organized into chrono- 

logical age groups because this represented a 

convenient way of making assignments and 

officiating at recitations when the curriculum 

was limited to “the three R’s.” Today we no 
longer have an agrarian culture. 

‘As we write this, several million children are 
about to be turned out on the streets of New 
York City, Chicago, Los Angeles, St. Louis, and 
dozens of other large cities for two summer 
months, most of them with no plans as to how 
they shall spend their time. A majority of their 
homes are too small and uncomfortable and 
crowded to be used for any constructive pur- 
poses for children. Many of the social agencies 
that provide recreational facilities for children 
youth during the school year close or cur- 

their city services at approximately the same 
as school is adjourned for the summer. 
it makes no sense to limit school to nine 


and 
tail 
time 
Today 
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or ten months and to allow expensive school plants to remain idle while 
children roam the city streets in se: 
ing ways to "fill up” the summer 
more money for a few w 


schooling. " 

Enough children are born in New York City, or any other large e da 
so that groups of children could be organized into classes whose birt i 
days occur in the same week or on the same day, if we had any assurance 
that such an arrangement would create a better learning environment. 
We have little more reason to believe that grouping children who are 


born the same year is the most productive way 
schools, 


arch of some constructive and ooe 
days. Parents who can afford it T 
ceks of summer camping than for a full year o 


of organizing elementary 


; about 
Today we know enough about how learning takes place and abo 
how children develop to warrant some sh 


so that experimentation may le 
children for their schooling. We 


arp revisions in present practices 
ad us to more wholesome grouping of 
hear much criticism of our schools, but 
part—would have us “return to the good 
ality were not so good even for their day 
and are unrelated to present problems and present knowledge. 

In the next few paragraphs, we are going to present some of our ideas 
for an ideal school organization. Some of the 
and some you may not see at all. We are 
think of some c 


se ideas you may agree with, 
trying to whet your appetite to 
reative schemes for trying out, As you read these para- 
graphs, ask yourself if they seem to take into account the developmental 
tasks that the primary child must work on, whether he wishes it or not, 
because they are the tasks that are an inevitable Part of his growth se- 


quence. What would you like to add to the Primary school in which you 
plan to teach? 20 


We believe the Primary school should be a sm 
pupils), neighborhood school so that te 
adults may come to know each other 
cerns for all the children of th 

We believe that all the tea 
children in the school at tim 
classroom. 


We believe that 


all (no more than 350 
ents, children and other 
well and share th 
e neighborhood, 

chers might well feel res 
es when the children 


achers, par 


eir common con- 


ponsible for all the 
are not actually in 4 


a teacher should be able to live, work, and pl 


“0 Howard Lane, “Moratorium on Grade Grouping,” 
March 1947, Vol. 4, No. 6, pp. 385-395, 


ay with 


Educational Leadership: 


267 


EARLY ELEMENTARY CHILDHOOD 


a group of children for at least two years. Nine or ten months is too short 
a span of time for a teacher to come to know children and their parents 
significantly. A child, then, might have only two teachers during his 
primary years or he might have only one. We would like to remove the 
grade designations and simply enroll a child in the primary school the day 
he becomes five with the understanding that he shall remain there until 
he is eight or nine, depending upon his developmental needs. 
We believe that children might be grouped into classes of twenty- 
five that would encompass an age span of three or four years. Thus, 
Miss X might have a class composed of 5 five-year-olds, 10 six-year-olds, 
9 seven-year-olds, and 5 eight-year-olds. As groups are formed, criteria 
àre used for developing a somewhat balanced group in terms of tempera- 
ment, intelligence, rates of maturation, friendships, interests, size, and 
needs. In thus grouping children, we would make it impossible to stand- 
ardize and routinize the curriculum, and the emphasis would come to be 
one of learning from each other's differences. 

We believe that each classroom should be equipped with a variety of 
modern gadgets for modern living. We are thinking of primer-type type- 
Writers; record players and duplicating machines manageable by children; 
motors; science paraphernalia, including microscopes and batteries; sim- 
ple musical instruments; arts and crafts materials; dolls, and housekeep- 
Ing equipment. 

We believe that each classroom should include some growing plants 
and animals, a variety of building materials and a work bench with simple 


beautiful pictures, color, and space to move 


tools, m; 
ols, many, many books, 
ative pos- 


about in, We would keep the environment simple but rich in cre 

Sibilities, all of it manageable by children. 
Given these circumstances, we believe the teacher would be in a 
Position to do something creative about the curriculum. The program 
/hich the children are finding an- 


s s s s 
hould be a continuous discovery in w 
having doors to new worlds opened, and are 


and integrate that which is discovered. The 
children themselves must be involved in their own learning processes. 
Their purposes must be worked upon. Their eagerness for knowing must 
be utilized. Much of the child's time would be spent managing his own 
living environment, just as it is spent outside school hours and in adult 
life. The tasks of keeping the building clean and attractive, paper picked 
up, the plants and animals cared for, the news shared, the trips planned, 


Sweye ] a 
i vers to their questions, are 
18857 

aving chances to evaluate 
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the talents discovered and shared, the milk ordered, the lunches poiga 
for—all would be handled so that learning would emerge from them. : 
these functions are performed, the child discovers the need to drill 0 
Practice so that he may hold up his end of the responsibility. This daas 
not occur by itself. The teacher is skillfully guiding, asking d 
making material available, giving personalized attention first to one a 
then to another. 
This type of learning Occurs in a few 


schools of our land. You can 
help make it possible in m 


any more if you believe in it. 
Suggestions for Further Exploration 


> Write a description of the primary school in which you would like to teacli: 
Describe the competencies and personalities of the teachers, the kind of ved 
munity, the kind of building and equipment, the pupils. Where do you se 

yourself in this school? 

> Identify three primary-school children of the s 
profile of the three in terms of the following dev 
conscience, achieving independence, language de 
See if you have any hunches about your findings, 


ame age and make a maturity 
elopmental tasks: Havelupits 
velopment, skill development. 


> Visit a speech therapist if you can and become acquainted with the work 
he does with primary-school children, 


> Visit a children’s library ainted with some of the recent 
books developed for children. Be sure to see the Cadmus Books and the New 
berry Award winners, 


— Talk with the individual you 


and become acqu 


3 e Sees " or 
are studying, if he is in primary school 
older, to find out what he remembers about his primary years. See if he re 


members any of his teachers, If so, what does he remember about them? Try 
to find out when he learned to read and if he remembers it. Ask yourself why 
you think he remembers what he does. Continue Your profile of him and focus 
on the developmenta] tasks discussed in this chapter as they relate to your study- 
> The following films will be helpful to you in understanding the early ele- 
mentary child: 


From Sociable Six to Noisy Nine (Ages and Stages Series), 22 min., sound, 
National Film Board of Canada, 
This film depicts many of the ch 
secret-club, beginnings of pl 
social behavior of bovs and g 


aracteristics discuss 
av with own Sex, 
irls. 


ed in the chapter: the 
and differences between the 


Learning Is Searching (Studies of Norm 
30 min., sound, New York University Fil 
The process of a third grade in se 


al Person 


ality Development Series) 
m Library, 


arching for the information they seek, 
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their trials in solving their problems and their methods of sharing their 
information is skillfully shown in this film. 


Passion for Life, 80 min., sound, Brandon Films. 
A film that every schoolteacher should have the opportunity to see. Spon- 
sored by the Film Board of the United Nations, it has won many awards. 
The story is set in a small village in France and shows the struggles that a 
as he tries to change some of the patterns of educa- 


wise schoolteacher has 
French soundtrack 


tion in this village. The film is based on a true story. 
with English subtitles. 


Books for Children 
Utilizing Theme of Not-Belonging As It Relates to Lack of Skill.** 


Adam Allen, New Broome Experiment. Philadelphia: J. B. Lippincott 


Company, 1944. 

Shows how one city 
other city boys and how, by develo 
boy makes his place with farm boys. 


boy becomes the scapegoat for the rudeness of 
ping an appreciation of rural skills, a city 


Leona Bruckner, Triumph of Love. New York: Simon and Schuster, Inc., 


1958. 
A family decides to keep in the 
arms. 


ir home a child who is born without 


Aacrae Smith, 1953. 


Dorothy G. Butters, The Calico Year. Philadelphia: M 
security she needs. 


An older sister helps to give Tina the feeling of 


Dorothy Canfield, The Deepening Stream. New York: The Modern Library, 


1930. 
The development of a young girl from an introspective gir 
happy and satisfying marriage. 


lhood to a 


York: Julian Messner, Inc., 1952. 


Marion Garthwaits, Shaken Days. New 
learns to make friends in a new 


The “odd child” in a family of four 
school. 


Emma Jacobs, A Chance to Belong. New York: Henry Holt and Company, 


1953. 

A son helps his Czech-refugee father understand his n 

and friendship outside the home. 
— 


ced for recreation 


Hu 21 These books and their annotations have been adapted from Margaret M. 
-caton's Reading Ladders for Human Relations ( Washington, D. C.: American Coun- 
cil on Education, 1954). We are substituting this type of listing in place of books 
relating to this age level for your study. See the preceding and the following chapters 


for references that will help you understand this age more fully. 
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Marie L. Killilea, Karen. Englewood Cliffs, N. ]-: Prentice-Hall Inc., 1952. 


Family cooperation, faith, and courage help a child with cerebral palsy 
adjust to her handicap. 


Frances Fullerton Neilson, Giant Mountain. New York: E. P. Dutton and 
Company, Inc., 1946, . 

Ronnié's unsocial French-Canadian father does not realize that he is 
keeping his son from entering into village activities. 


William Saroyan, The Human Con 
Company, 1943, 

The story stresses loyalty to a small 
may be felt in the community. 


N T and 
redy. New York: Harcourt, Brace and 

1 er 
group and shows how its influence 


Jesse Stuart, The Beat. 
Inc., 1953, 


An orphaned little boy chooses a 
appreciation of mountain living. 


inest Boy. New York: McGraw-Hill Book Company; 


F ins 
grandmother, learns skills, and gai 


The 


m Years 


0 
Childhood 


H. wandered out into 
the yard, even to the sidewalk, even, 
at length, to the corner, where he 
could see them coming from three 
ways at once.... Nearly all of them 
walked in two's and three's, and mem- 
bers of these groups often called to 
others of the groups. You could see 
how well thev all knew each other; 
any number of people, a whole world. 


In these few sentences Agee 
gets to the heart of the differences 
between the five's and the nine's. 


1 James Agee, A Death in the Family 
(New York: McDowell, Obolensky, Inc., 
1957), pp. 213-214. 


[ro] 
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The five is standing at the corner longing to be a part of the sari : 
those bigger ones, seeing their friendships as something to cherish 25 
not understanding what it is about them that is so fascinating. He m 
tinues: "Why was it that... there was some kind of a strange, tight for i 
in the air all around them that made them all seem very much together 
and that made him feel very much alone and very cager to be liked by 
them, together with them?" ? -— 
This sense of togetherness just for the sake of being with ones paß 
is the most dominant characteristic of the nine-to-twelve-year-olds. We 
are using the middle years as a term to describe this age since it seems 
to us less confusing than the term Pre- adolescence. You will find 
both terms are used. The gang emerges as the social structure ipe 
powerful in the lives of this age. The gang exists not only to include ~ 
also to exclude. The developmental thrusts described in the preceding 


; : , 5 g. ‘ ay are 
chapter continue to function, but with different meanings and they ? 
expressed in different kinds of behavior. 


sical 

— — This is the age when physic 
he Physical T st P Pii F av 
seks pane skills are more important than they 
. i r- 

will probably ever be again. Du 


ing these y 
do not learn how to play, with a fair de 


of the culture usually do not learn at 


most children que 
gree of skill, the accepted eet 
a later date, If by nine, the chile 
skills he needs for acceptance by e 
how the child feels about his lack o 
concerned. Their life-styles have already taken » 
rns. Most of the youngsters, however, will care. The teache! 
works with these to help them develop skills, for the lack of skill is ? 
hazard to their acceptance in the peer group. This acceptance 11 5 
desperately needed that it is sought in devious ways. If it cannot be at- 
tained through skill at games, the child may try more unacceptable ways 
such as buying his place in the 


does not seem to be gaining the 
peers, the teacher tries to discern 
skill. A few will not be 
different patte. 


1715 : AN r 
group by providing special treats à 
equipment for the gang. Usually the gang accepts such proffers wit 
casualness and continues to reject the giver, 


? Ibid., p. 218. 


Sex Information Needed 


Duri ; -— e" F 
SEO ‘chon the vears between nine and twelve the boy, in his intensified 
3sareh * € i 2 3 H H 

or manhood, likes to feel that he has acquired forbidden informa- 


tion. S n ‘ 
mutty stories are told and retold, usually with scant knowledge of 


their 
r meani z 8 " 
eaning, but with an awareness that their meaning is something 


that „gets“ 
gets” adults. Elimination and sex information are frequently con- 


fus 
sed and ; : ; ; 
and are of equal importance to the teller. Girls have as much inter- 


vat 5 sex as do boys, but they do less talking about it. 
ditt seul experimentation occurs, perhaps at the 
5 or girl. A homosexual experience with an adult is not an m- 
occurrence at this age. The middle years display marked interest 
are too young to consider. More 


suggestion of an 


oe thut grownups indicate they È 
MEF eo — information needs to be given during the middle years. It 
PA Sika, E any adult or older youth who is close to the child, and 
the youn im T. child seeks information. The parent may be so close that 
adult M s Y feels more comfortable getting his information from some 
Tesco. om he trusts outside the family. This may be a teacher, a club 
an uncle or aunt, or an older brother or sister. 
ition the middle-year boy o 
th and reproduction 


The latter is 


"s type of sex inform: r girl secks arid 
Locks includes the biological f 
-— psychological anderst i 

smitted to a child implicitly by one 
and by one's own f 


acts involved in grow 
andings attending mating. 
s own attitude toward sex experi- 
eelings about love, 


ences ; x 
5 and toward the opposite sex, 
213 
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5 5 a- 
home, family, and children. The feelings of the one giving = cone 
tion to the youngster are so important and integral a part of t " ow: A 
attitude formation about sex that wise adults consider carefu y 

n to give sex information. N 
uü a we err by waiting too long, for youngsters 5 
siderable information at earlier years than we adults are -e me 
lieve. If a youngster’s first sex information comes from soeone » PE im 
vulgar, smutty, incorrect, or inadequate facts and goat ie cuit 
parents task of helping the child form wholesome attitudes dic 
infinitely more difficult. If youngsters feel that the adults in their one 
their parents, teachers, club leaders—accept them as they are, they pr dim 
the cues of when they are ready and how much sex information e 
want and can understand. Because the range of maturing vac de 
markedly, no precisely appropriate time can be recommended. n 
time between nine and eleven, however, boys and girls want to know 


: n 80 
"facts of life"; they may be disadvantaged if they have not bee 
instructed, 


Sudden Growth a Problem 

During the middle years a girl, st 
shoot up overnight to find her 
mates, with developing breasts 


Shared with those who do not 
h 


av 
arting to grow into adulthood, ied 
self head and shoulders taller than her e qe 
and newly felt emotions that cannot tly 
show signs of maturing. This vis imd 
xth grade, occasionally in the fifth P. "e 
inferiority unless a wise adult is hane ^ 
‘ses of growth that she is apaina god 
nt oversize may in the long run be acv? 

v more of an adult than her classmates pen 
d in more adult ways. Very occasionally à 


à ith 
has a spurt of growth during the middle years. His concern is not W 


his added size but with his new feelings. 


" on 
Girls who are having trouble growing up frequently turn in — 
themselves and become quite withdrawn, They may spend many h 


: fore 
in their rooms alone—reading, daydreaming, preening themselves be e 
the mirror. Much of their Practice of adult roles is carried on surrep 


i aking 
tiously. They dare not risk the glare of publicity or the chance of js 
a mistake. Physical manifestations of insecurity come out in nail-biti?e 
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fidgeting, withdrawing from the group. They fall in love with stars of TV 
and screen whom they can adore in complete safety and absence of 
responsibility. 
Nes during later childhood is more steady than at any other 
a person's life. Health is usually good with a minimum of dis- 
eases, Health habits continue to be the source of considerable conflict 
between parents and children during the middle years. While children 
have gained enough control of themselves and enough skill to carry out 
— desiren routines of hand-washing, teeth-brushing, bathing, and dress- 
g neatly, these represent areas of little importance to the middle-aged 
youngster. They also present available avenues for proclaiming inde- 
raa from adult control. The boy’s shirt tail is more likely to be out 
Pe, his desk a mess, his pockets full of “trash,” his papers crumpled 
"osse Wa recall the incident of a lad who was admonished quite 
ely by his teacher for emptying his pockets upon his new desk in the 
mpl building. She chided him, “Ralph, you aren't going to scatter 
call at junk around our pretty room!” He replied, “Mrs. Jones, I don't 
your stuff junk." 
ing —— the most pressing problems of all periods of life is maintain- 
ini "oils pace of growing in various aspects of development. The 
brains 2 child an full-fledged person with enough sheer strength and 
isa 5 maintain himself, to be independent in a simple culture. Yet he 
Hei ua, quite dependent upon his elders for food, shelter, and comfort, 
Priv; very slightly cognizant of the validity of cultural demands upon him. 
1 ate property, the inviolability of the neighbor's lawn, the essential 
S ie of manners, dressing in terms of conventionality, rather than for 
hall fy t are concepts beyond his comprehension and concern. What heed 
lon he give commas, capital letters, tenses and spelling in his writing as 
Body 3 the recipient knows what he means by what he writes. At this 
child; i is most important that the elders respect the ways and values of 
en if they seek to gain acceptance of their own values. 
en Adult admonitions are more likely to be ignored than directly chal- 
= The youngster can overlook the unreasonableness of his parents 
q teachers’ requests unless he is nagged too continuously. Then fre- 
E ais blowups may occur which are out of proportion in intensity to the 
ee of the item that has utburst. The young: 
be » Protesting not against the p against being 
ated like a “baby.” 


brought about the o 
articular incident but 
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Nine has a tremendous appetite. He heads straight for the cwm 
after school, and this appetite continues for a number of years. Girls Pho 
quently become finicky eaters during pubescence, not the i 5 
stories of the growing boy's appetite are legion. Any mother can do 
ment such stories. 


By nine most children have 
made the transition from being 
home-bound humans to being mem- 
bers of groups of their own 11 

ave tremendous sway over the behavior © 
the boy or girl. At the same time that this is h fied 
ing a social structure separate from girls. Since there are some mat 8 
differences, we shall discuss the social development of boys and girs 


b ; j ents 
separately; then we shall describe some of the social developm 
common to both sexes, 


The Social Thrust 


mates. Often these groups h 


i re develop- 
appening, boys are deveto} 


Social Development of Boys 

Boys take on the sembl 
that might remotely sm 
love, rom 


ance of hating girls, of disdaining any activities 
ack of femininity. They associate femininity wit? 
ance, sentiment, tenderness, softness, tears, and other forms of 
“weakness.” It is a bit difficult for a fellow to maintain this attitude per 
he has smashed his finger or lost his dignity. Their toughness is expresse 
not only through their talk but in the 


ad, the 
books they choose to read, t 
movies they attend, the teley 


ision programs they watch, the games os 
play, the names they give themselves, Any “he-man” of nine wo? 
rather be known as Tinker, Stinko, Fatso, Toothpick, Mealy, Piggy, 9' 
Freckles than as Tom, Dick, or Hans, Boys assume an attitude of super 
Ority by virtue of Strength, dare-devilish schemes, greater range upo” 
which to run. (Some males seem not to grow 
development. ) 


Near the end of the late 


à ir 
beyond this period of the 


ncy period, they show signs of reaching 
toward adolescent roles. The boy's first recognition of the existence o 
girls as something different from himself is likely to be teasing. This & 
probably as definite a phase of the development of love-making as k 
discernable in the maturing process. He may stick his foot out in the 
aisle as a girl passes his desk, or give her a poke as he goes by, or untie 
her hair ribbons or the sash of her dress, or stick out his tongue at her, 


or chant a teasing rhyme such as, 

Sally had a party. No one came but 
a big fat smarty!” He is expressing 
the radiant hope and joy of all 
young things, but “In Boyville it is 
a shameful thing to flaunt the secret 
of the heart.“? 

The gang life of the middle-year 
boy is a mixture of medieval ritual 
and frontier escapades. Names of 
gangs vary from The Pirates, The 
Knights, The Dick Tracy Club, The 
Alley Rats, The Toreadors, to The 
Dirty Dozen. Eight- to nine-year- 
old gangs have little organized pur- 
bose other than to serve as hide-outs 
from adults where fellows may meet 
their pals to exchange yarns of 
. and to plan ever more 
Go dangerous adventures. e 

the activities have a cops-and-robbers 


actual doings of the club. 
just sit.” It is important, 


flavor. Their imaginary 
Another function of 


mis far outdistance the : 
} 1b or gang seems to be to have a place to j put 
JOWever, to sit with one's buddies. The eight's and nine's are often found 
just Sitting around, usually so the legs and fect can dangle while the hands 
are free to finger contents of pockets. Membership in gangs is limited 
Usually to a geographical area—the block or neighborhood. If gangs be- 
come distorted, as the boys grow into adolescence, this geographical base 
may become the “turf” upon which no other gang can trespass in safety. 

Saroyan’s The Human Comedy * is a delightfully accurate picture of 


85 age. You may recall how the bo a March to steal into the 
old m 8 E snitch the green apricots from the trees, 
could not be eaten. Mr. Henderson, the 
yhood days, *watched their 


ys planned ir 


ki an’s apricot orchard to 
iog: 
ER Owing full well that they 
Vner of the orchard, remembering his own be 
—ů— 
William Allen White, The Court of Boyville (New York: McClure, Phillips & 


Co., 1906), b. 353. 
* William S rovan, The Human Comedy (New York: Harcourt, Brace 


Pany, 1943), pp. 164-171. 
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coming with fascination and delight—always satisfying the hays kd pa 
pearing at the last minute and scaring them away.” His sly paas T - 
boys would be disappointed if they were not discovered in their escap 
rings so true! » 
he gang serves as the avenue for the exchange of whatever ner cs 
formation the members may have accumulated. Their ribald stories is 
occasions for much secrecy and outbursts of boisterous aros » 
gangs of the eight-, nine-, and ten-year-olds (boys and girls) are Jike A 
have elaborate rituals, constitutions that are highly prescriptive, ? " 
entrance examinations that would tax the ingenuity of an adult. pep 
why have a club if you cannot thereby exclude someone! Often a p 
is placed on sloppiness, toughness, being a good sport—which mea 
sticking with the gang through thick and thin. -— 

As the boys grow toward the sixth grade, their social life Be 
take on an activity-oriented flavor. We find stamp clubs, riding clubs, 
swimming clubs, science and dramatic clubs: Little League, Boy get 
Girl Scouts, Camp Fire Girls. These clubs are formed of boys and git : 
who have like interests and wish to deepen their interests and improve 
their skills in association with their peers. Membership in the neighbor 
hood gang may continue, but the group then becomes more activity 
minded. 

In almost all situations, a few boys are excluded from all the pe" 
gangs. The excluded boys seldom understand on a conscious level 1 
they are excluded, nor do those who exclude know in any precise Wi 
why they don't include these others. Should vou ask them, you OU p 
probably get a reply, *Ah, I dunno. He's just not like us,” or "He's no fun 


- 2 spc: that 
Reasons for their exclusion may be that they are considered sissies; th 
they belong to a minority group—raci 


ious 
ally, economically, or religio" : 
( especially if their religion demands th 


h . that 
at its members be different); t 

their parents have Over protected them; or that health h 

developing the skills prized by 


as kept them 0 
: ut. 
boys. Sometimes the newcomer is left o 
Boys left out of gangs tend to be unh 
a circular reaction. The teacher h 


" is 
appy and poorly adjusted. 1 
as the responsibility of helping i? 
find an acceptable pl 


è s em 
ace In some groups. This may mean teaching es 
the skills they need, working with parents to help them understand 


M o -eate 
importance of gang activity for healthy development, or trying to cre 


, s NC UP 5 : oo 
a climate in which inclusiveness is a value to be cherished rather i 
exclusiveness. 


279 


THE MIDDLE YEARS OF CHILDHOOD 


ee the gang is such a powerful force in the middle years, the 
er's role has to assume different proportions. These youngsters have 
A aen their unquestioning faith that the teacher is always right. They 
the te 1 1 to let an adult know how they feel. No adult—not even 
best-loved ones—are beyond criticism. Jack’s favorite Aunt Hannah 
is dio referred to as Aunt Stinky or Old Tightwad. ]f Aunt Hannah 
na erstands these as terms of endearment, she is in. If she assumes that 
eit d urgent task at age ten is to learn politeness, she will not re- 
i-a avorite aunt for long. Nor, incidentally, will she succeed in teach- 
ing Jack politeness. 
nor I years are critical years in adult-child relationships. Fre- 
cpu pes these years a schism develops between parents and their 
d eiween teachers in their pupils. Only by accepting, not 
"e arity approving, children’s values can the adult expect to influence 
ir behavior. If adults become alienated from children at this time, the 
5 85 force - no counterbalance. It may come to bea stifling, crippling 
This o" on independent thought and upon the process of identification. 
that Keen seems to explain in part the development in gangs 
hans een lm i Members of these gangs have become, some- 
they have 1 development, alienated from all the decent adults that 
ince, Ti nown. With alienation, identification weakens until it is mean- 
R voia. — 5 orp climate for the young humans is then that of 
io bind - this void comes the gang with its soporific of a tight force 
broths ee ee Rime the gang that we are describing is one 
loue o eadership is obtained and held by a strong arm, gang members 
diti 8 be submissive; they accept gang standards without critical 
bons 2 They exchange their individuality, or whatever potential they 
Fai 1 the development of individuality, for the great tranquilizer of 
§ loyalty and security. 
ika 2s teacher's role is not one of correction, of insisting upon the 
held important in adult living, what then is his role? He has 
f working with these budding adults. First, he 
current of their lives and be willing to £9 
ose cases where the 
Three of this book, 
childhood and ado- 


3 constructive ways 0 
WEH E determine the prat i 
penal e current rather than against it, except al th 
Wa y of a mistake is too great to risk. In Section 

suggest several ways of studying the currents of 
€scence. 


Second, the teacher tries to b pting model to 


e an acceptable and acce 
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his pupils. He is there. He has the knack of showing up seen he 5 sa 
to be needed. He overlooks the petty, insignificant infringements à i 
good taste and manners so that he may be heard when more mpa 
problems arise. He does not, however, condone these behaviors nR 155 
dulge himself by joining in with the boys." Third, the tgacher sin x 
the school and the community to determine if the most promising ind 
cumstances are available for growth. If they are not, he acts as the child 
agent to try to improve circumstances. um 
Boys make collections of a wide variety of things during these year 
At nine they are likely to be collecting trading cards, or pictures of T. 
ball players, or match folders. Of course, the major feature of this type z 
collection is the trading activity that goes with it. As they grow into mor 
mature interests, their collections become more specialized and mas 
central to their own life styles. The boy interested in natural science mey 
start collections of fossils, rocks, snakes, bugs; the future explorer ine) 
become interested in stamps, coins, postmarks, or maps; the future muss 
cian may start a record collection that comes to be invaluable as the years 
roll by. On the other hand, these collections may be transitory. , 
The games of the middle-year boy are highly competitive. Our pultu” 
places a high value upon competition and since this is an age peculiarly 
sensitive to adult mores, the young endorse the types of activities that 85 
rewarded in adult living. Some recent studies of youth indicate that highly 
organized, competitive team Sports t 
assumed that they were. A national survey of representative adolesce?" 
boys between ages fourteen and sixteen showed that the three activities 


; SARI. s and 
they enjoyed most are Swimming, hunting, and working on cars an 
motorcycles. Of the ten activities they enjoyed most, only three are team 
sports.“ 


. nce 
are not as appealing as we 0 


Social Development of Girls 
The old rhyme, “Little girls are made of sugar 


and spice and every 
thing nice,” is the image that middle-year girls 


are urged to live up to: 
Little girls don't speak in loud voices. 
Girls don't fight. Girls don't tell dirty jokes. 


Girls don't hang around in the street. 


? Boy Scouts of America, Study of Adolescent Boys (New Brunswick, N- j 
Boy Scouts of America, 1955), p. 52. 
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Girls don’t play boisterously. 
Girls don’t swear. : 
Girls don't! 


A : , 
nd what do girls do? 


Girls must speak in sweet, low voices. 
Girls must learn to be little ladies. 

Girls walk gracefully. 

Girls sew and cook and sweep and dust, 
And keep the house clean and tidy! 
That is what little girls do! i 


ed with form and verbal imagery than boys 


itions that are masterpieces 
blems of by-laws, articles, 


this or are TOBEG concern. 
1 Their gangs have elaborate constitu 
1 75 comes to solving the perplexing proe à) 
1 8 membership. club names, and the like. Their clubs exist more for 
th. $ actice they afford the girls to exercise their verbal powers through 

orms required by club bility afforded. We 


r life than for the socia 
ec ; d 2 
7 ran across a club kept most meticulously bya middle-year girl. 
e I cer ry r x 
officers in this club consist of tw. 


Th o presidents and one vice-president. 
e 
ali Siria has eleven members; each one has a name that was selected from 
bi " 

of approved fruits and vegetables. The members include: pea, orange, 


appl : 
(K €, grapes, pumpkin, carrots, corn, banana, peach, fruit, and vegetable. 
ac i i 
zi ^ ch of the two presidents is known as either fruit or vegetable.) The 
ub : ; i 
record begins with a dramatic statement 


b entitled: The day the Club 
egan. It was declared that this day should be a holiday. *Club Ruls" were 
Stated as follows: 


No Club meeting on Monday. 

will be out of the Club for a day. 

ke ruls for the Club too. 
here they want to do. 


W meet on Monday. 

oe g hts, the person who fights 

Š he children [presumably the members] can m* 
ome times the children can make up there minds w 

^at loose ts bag in fac HO day before you get your pin. 

the numbers one 


Ne 
Xt follows a club code in which the alphabet and 
that a secret lan- 


s of dots and dashes so 
a dash, B is one dash and a dot, C is 
and so on. The “Club Promiss" reads: 
kind to all people and 
ed in this 


th 

dus. nine ae given symbol 

à dash ; possible. A is one dot and 

“L pr wd a dot and a dash and dot, 

9255 . to help other people every 15 

Case, ha Mother and thy Father. The Clu god 
as a song and very meticulous "attedenties" records. 


dav and be 
>, which is unnam 
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Girls’ clubs or gangs tend to be more exclusive, more autocratic, and 
more tightly knit than do boys’ gangs. Adult attitudes of protectiveness 
toward girls encourage this, we believe. Girls between nine and pn 
seem to react to the boys' indifference toward them by responding m 
kind, but somehow they fail to show much genuine intensity in their 
overlooking of boys. A few girls refuse to accept the female role and be- 
come known as tomboys, They participate in boys’ games, in extreme 
cases they even become leaders of the gangs. As such, they seem bent on 


mselves. Such a girl was Susan. 
We believe you'll enjoy the following description of her by her teacher, 


especially if you happened to have been a tomboy at one time. 


Susan is ten years old, average in height, athletically built, and ME 
in all types of sports. She is what we would call a real tomboy. I have ye 
to see Susan wear a dress, Her wardrobe consists of Bermuda shorts, dun- 
San refuses to conform to any behavior 
arents have tried to get Sue to tone wp 
but they usually seek to influence her by promises ot 
extravagant trips, toys, and other bribes. There seems to be a real lack o 
understanding between Sue and her parents, 

Susan is a storehouse of aggression. Evidence of this can be seen 
through her play. She will enter into wild and rough sports and must be 
reminded when the limit has been reached, Signs of aggression are also 
expressed verbally. One instance in particular stands out in my mind. The 
conversation had gotten around to homes. I asked her what she would do 
if she had her own home. She replied, “If I had my own home, I woul 
wreck it.” This desire to wreck a home may also be due to the fact that 
new furniture had just been purchased by her parents and Susan was 
informed that she must exercise extreme caution not to damage it. Susan 


is extremely competitive in every phase of work, always wanting to be 
"top man," i 


On Tuesday, I had the class write a short composition on their ideas 
of a perfect day. Barbara’s composition told about her "sweet sixteen 
birthday. She said she would have a date with a good-looking boy who 


would take her out dancing. She went on to tell about the beautiful gown 
that she would wear and said that s 
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Girls in the middle grades go in for “gooey” movies and romantic serials 
on television. (It would seem that many middle-aged women do also.) 
They like books that have as their heroines sweet, feminine, courageous 
girls or women whose superior understanding brings them, after the usual 
àmount of suffering, the reward of living happily ever after with a strong, 
virile man. 

At the beginning of the middle years, girls usually eat as heartily as 
the boys, The rounded belly of the nine- or ten-year-old girl begins to 
disappear as puberty approaches and she may become quite finicky in her 
tastes. Her lusty liking for sweets diminishes. An invitation for an ice 
cream soda, that probably turned out to be a Super De Luxe Banana Split 
at nine (known in some regions as a “Belly Buster") is likely to become a 
hamburger by twelve. A part of the girl’s reaction to food is undoubtedly 
her response to the cultural demands that an adolescent girl must be 
willowy, wear size ten, have an attractive figure and a smooth com- 
Plexion, 

. Girls collections are usually quite similar to boys a 
in for trading cards, match books, coins. As they grow older, they are 
likely to become interested in dolls from different countries, small animals 
or figurines, vases, shells, bells. Their collections tend more to the aesthetic 


t nine. They go 


than do typical boys' collections. 

One behavior of the middle- 
Year girl that teachers find most 
distressing is that of note-writing 
aud passing. Frequently these 
Notes are in a secret language so 
that if they fall into the hands of 
the teacher, as they usually do, he 
5 baflled to understand their 
meaning, He may come to some 
a. anden conclusions if he takes 

Ones he can decipher too liter- 


ally| 


Gang Influences 


. We adults sometimes become 
"uite concerned about the influ- 
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ences of gangs during the middle years. Thev are such powerful d 
in the lives of boys and girls that we wonder if they can be mrs : 
the child who is still relatively immature and easily Miami x 17 5 
matter of fact, gang influences can be so powerful that the individua 8 s 
not be able to retain his ability to think for himself. No other ahh of 
frequently heard as, "Well, I don’t see why 7 can't do so and so. dae 
the other kids do!" Yet our better judgment tells us that if the er 
follows his gang counter to his own values in important areas, some p hà 
factors are likely to be quite askew in his life. He may have no ac 5 
whom he trusts or he may have failed to develop an ego strong enoug 
to carry him through the daily decisions that are his to make. P" 
Another dilemma facing the middle-year group is that while aee 
isa developmental characteristic, our modern culture makes little "eS 
provision for its functioning. In an urban culture it is well-nigh imposs' 1 
for a group of boys to cluster together without arousing the suspicion d 
disapproval of adults. Youngsters have little space especially designa" A 
for their unsupervised, informal use. Most modern housing projects dem 
constructed as if their residents were expected to be sterile. Our ae 
readers can remember the vacant lot, some space in the block unused 2 
grownups where youngsters could gather to play “one-ole-cat,” build hu P 
dig caves without adult direction or special purpose. There the extre? 
and important busyness of childhood could go on. ie 
Not having a place where they can be, the youngsters get in the way: 


; : xc Toehaviok 
Being under foot, they are a nuisance. Once they smell that their behs 


] K ` j 5 hem. 
is bothersome to adults, it becomes infinitely more attractive to t 
Modern urban communities h 


7 i or the norma 
ave to find ways to provide for the no 
developmental p 


atterns of growing up if they expect to solve this i 
problem. Neighborhoods must have tot-lots, swimming holes, places ^» 
"one ole cat," some decent dirt to play in, some hangouts for the midd : 
year and older youth; places where the youngsters can be themselves a? 
where they can be away from adults, i 
Gang membership does offer important learnings to the middle . 
child. It provides a milieu in which boys and girls learn the skills of ie 
ting along with a small group of the same sex and learn the many Vern 
skills required of young men and women. They y 


have an opportunit xt 
i i ea 
learn a wide range of skills both social 


and physical, without the y^ " 
r 3 x i : e 
of adult sanction or withholding of approval. Up to this period in 1 i 
: ot the 
lives, boys and girls have accepted the mores, values and attitudes of t 
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ee Re much questioning. The individual has developed an 
parents as models. e hee ere vi nee 
to develop a rational codssidnd v^ ji De i prey 1 
between following the gang e » on ema | wa 1 7 
inclinations. This process of making Rr He 5 (€ si 
Sis OF uhi ren s " ag ependent s hoices is a necessary 
groups, the individ al | 555 S apii adol 
(a eae 4 2» has a chance bs nd cooperative endeavor, 
fies d self-control, fair play, and justice. We must be 
The potential ia ecce y 2 peated ne 1 
Side the gang, the adult has z Aae onie seque s: Me Ame ui 
qualities in cok pean as a cha age the emer gence of these 
gang experience. 

One phase of gang activity that requires careful thought is the extreme 
activities. With the facility for greater Or- 
ossible. The gang is parroting 


1 competing, as well its other forms. As is so often 
ducas "a ee approaches, the urge of the youngsters to compete 
Shat 5 8 adults. Competition 15 less harmful if the sides are some- 
fused! oungsters have à an of caring for unfair competition if not 
əy adults. E. B. White describes such an incident as follows: 


competiti 

mpetitiveness of some gang 

ganizati 3 
ation, competition becomes more p 

as in many of 


Pr pn cae have the gift of solving things directly, easily, and sometimes 
z iantly. They do not refer questions back to dubious standards, and they 
ignore precedents. Something happened recently in Germantown, Pennsyl- 
rfectly illustrates this peculiar gift-we heard of it through 
: are two schools, one predominantly colored, 
s of little boys from the two schools 
vented a new game called Race Riot, 
it thev discovered that there were 
arly the thing was out of balance 


vania, which pe 
a friend. In Germantown there 
Ex predominantly white. The gang 
p n play together. One day they inv 

vhen they got assembled to play 


1 8 white boys than colored boys. Cle 
and unfair, What to do? Like 2 flash the children had the answer. The 


proper number of white boys promptly volunteered to play colored, and the 
race riot proceeded with even numbers, in perfect equality. Adults, we feel, 
would have had the devil’s ow? time with a situation like that.“ 


s that they shudder 


nce of gangs i 
e sordidness of life. 


ar the influe 
aware of th 


One r 
at th ne reason adults fe 
* id thought of their children becoming 
(E. B: Whi issi 945 The New Yorker Magazine. Inc.; 
Published i Vhite. Reprinted by permissions © 1945 Phe h ker Magan pH 
( id in book bu by Houghton Mifflin Company under the title The W ild Flag 
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Many upper- and middle-class families try to protect their children = 
contact with lower-class children for fear they will imitate their Lage 
This theme was dealt with understandingly in the Broadway play, Mrs. 
McThing.* Since upper-middle-class children are more inclined to con- 
form to adult standards than are lower-class children, the adult fears are 
not without cause. Parents are inclined to be more protective of pe 
boys. A girl must not be exposed to the seamy side of life. A little "dir n 
hurts a boy much less than a girl. Parents must ask themselves if Pod 
and maturity come from conforming and from overprotectiveness. Wha 


à W- 
happens when a youngster is subjected to the peer attitude of the follov 
ing incident: 


“Come on, Mealy, and go swimmin'.“ 
"Aw, Mealy can't go. His ma won't let him.” - 
"Yes, I kin, too, if I want to," replied Mealy, stoutly—but alas! guiltily. 


er » 1 H n «c N M are 
"Then come on," said Piggy Pennington, "You don't dast. My ma dont ¢ 
how often I go in., "s 


Family Relationships 


acterize the relationships within the family. On s 
surface, the boys and girls seem bored with family affairs. Much of this i 
à cover-up for an intense need to be the center of the family picture: 
Recognizing the improbability of this 
their immediate family, 
uncle, an aunt, 


Two qualities char 


many youngsters seem to a m 
forming instead an intense attachment for e 
an older cousin, or even a grandparent. These attachmen à 
are not necessarily formed with blood relatives. An understanding neigh- 


: 0 
bor may become Aunt Sally or Uncle Tom in feeling: tone, even if not $ 
designated. 


This is an age in which an adult may be important in helping the 


young human to understand his feelings about himself, his relations with 
others, his growing-up processes. To be selected by an intermediate- age 
boy or girl for this relationship carries much responsibility. This age 
expects perfection from its adult models. A mistake not understood by 
the youngster may prove fatal to the relationship. The adult must help the 


Mary Ellen Chase, “Mrs. McThi 
Chapman (New York: Dodd, Mead 

* William Allen White, The 
Co., 1906), pp. 7-8. 


n 
ng,” in The Best Plays of 1951-1952, ed., Joh 
, and Company, 1952). 


1218 A 10 
Court of Boyville (New York: McClure, Phillips an 
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youngster to understand that perfection is a goal not attainable in full 
measure. 
the E — 5 5 ee relationships is the feuding among 
haec ^ bi s 1555 A ET he om bi close together, by the time 
ins ee n en, the home probably on to an outsider to bea 
teins S * g to erupt at any moment an requently making good 
at. dren tend to treat each other as people regardless of their 
elders’ conventions about “blood ties." If a few years separate the siblings, 
the older is likely to see the younger as a usurper of his position and the 
PER: may look with envy upon the special privileges granted the older. 
arents must plan ahead to make sure that special events involving the 
older child do not cast shadows upon the younger. The following per- 
Ceptive themes of ten- and eleven-year-olds express these feelings most 
eloquently. 
My Brother 
I would like to tell you my feelings about my brother. We have many : 
fights, When my parents scold me, I feel that they love him more than they 
love me, but I know that is not true. At the dinner table my brother is 
always in conversations, but I hardly ever get a word in, and I feel very 
left out. I guess when I get older I will be in the conversations. My brother 
is almost nine vears older than I am. My brother and I call each other a lot 
of names. I call him Fatso because he is kind of fat, but he can't call me 
Fatso because I am skinny. I often wish I had the privileges he has, but 
my father always says I am too young. My brother usually lets me use his 


things, but when he is in a bad mood he doesn't. 


Disturbance 
I don't like my brother. When I'm reading, washing dishes, or even 
watching TV, it always seems to me he's trailing me. When I'm reading a 
book he jumps on me and makes lots of noise, so I can't read. To a sum- 
mary of what I said, he bother's me a little too much. 


Annoyance 


My sister gets me so boiled up. She get in my thin; 
my drawer and siades she didn't. I don't like it when my 
Wear leggings. I hate to hear people file the nails in front of me. My 
mother makes me practed a half an hour and I do but when I come up she 


Siaded I didn’t, And I end up practicing for an hour. My sister turned on 


the lights when I went to sleep! 


gs and messes up 
mother makes me 


at this age. The char- 


em in the home 
iness and 


Language is an everlasting probl E 
«Huh? Yeah! Nope! Slopp 


acterist; 
i fs ; TD 
Stic answers to questions are: 
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i f 1 and an 
what appears to be insolence, but often is really immature humor an 
attempt to be tough, characterize the swagger of the middle years. 


Relationships with Adults 


Girls do not become as separated from adults as do boys. They 5 
their identification with mother and occasionally like to be — 
in sharing household duties. They take excellent care of vounger brot Ti 
or sister for brief periods of time. They enjoy getting dressed up for specia 
occasions and seem not to have to exaggerate in their behavior to the pi 
tent that boys do. Doubtless this difference in behavior is dicar : 
induced, since girls can identify more completely with adult ae 
than boys can identify with adult males. The young boy seldom sees at 
father and his rearing is predominantly in the hands of women who at 


ambivalent about wanting him to develop into a real “he-man” and want 
ing to keep him “mama’s sweet little boy.” I 

We have implied much about boys’ relations to adults during the nine- 
to twelve-year-old age. Probably we have tended to suggest that adults 
are of minor importance in their development. This is not the case. Adults 
are of inestimable worth to the middle-ye. 


estal. These boys need grownups in their lives-grownups in whom they 
have confidence and trust, with whom they 
a mistake or in behaving less accept 
The middle-age child hates to m 
needs, and wants, adults to t 


əd- 
ar boy, but not adults on a pec 


can feel at ease even in making 
ably than their own standards require. 
ake decisions contrary to the gang. He 
ake responsibility for decisions. Few gere 
have missed hearing the child say, "Bill wants me to go to Coney Island 
tonight," and then whisper, "Say, ‘no! " "T 

This is the age when the boy is learning à wide variety of new skills. 
He needs his parents and other skillful adults around whom he can ob- 
serve and ask questions if he gets stuck. He likes to feel that he knows 
how, but given the right adult he will accept help in fixing an electric 
cord, hooking up a hi-fi set, putting on a roof, refinishing a piece of furni- 


aoe ; i à ds 
ture, building a fire, doing a thousand and one things that a man nee 
to know. 


The adult has many opportunities to influence the 
whom he is associating if they accept him as 
trying to make them over in his image, w 


youngsters n 
à “regular guy" who we 
ho is willing to accept them eui 
their purposes as they now are, who will not treat them as if they were 
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to see the relative unimportance of 


babies, and who has the capacity 
anliness. One of our teacher-students 


manners, orderliness, tidiness, and cle 
told us this story of Hank: 

The other day I noticed that Hank had a huge hole in the sole of his 
shoe. I brought it to his attention. He didn’t even know it was there. Since 
his father is a millionaire, I know the hole represented boyhood rather 
than poverty. Hank said, “So what? It doesn’t hurt my foot,” and con- 
tinued about his business. f 

adults to condone some of their sloppy, 
accept adults who insist 
takes quite as much 
an be comfortable re- 
ablishes for himself. 


] The youngsters do not expect 
irresponsible, helter-skelter ways, nor do they 
upon their conforming to adult ways. This age 
standing as understanding. It takes adults who c 
Specting the lines of privacy that the youngster est 
It takes adults who are not easily shocked or hurt, whose egos are strong 


enough for them to maintain a high degree of objectivity about themselves 
they are working. It takes adults 


and mannerisms from becoming 
lves and the kids. 


in relati à 
. — to the youngsters with whom 
hos le |a s 
i oO are skillful in keeping little habits 
10 i — , 
wn up into major issues of conflict between themse 


Development of Social Attitudes 


fon aia. the social thrust of the middle years results in the dp 
likely oring social attitudes that pre quite clear and distinct ne HR 
y to remain fixed during his entire life. He has learned to differentiate 
between what he sees as acceptable and unacceptable behavior. He has 


ar chped an image of the roles played by his peers and by adults and 
B — rather clearly his feclings about these roles. He may reject 
oe ler the sissy, the *mama's boy.” Or, himself being a sissy, he may 

Ject those tough guys he perceives out there. 

His attitudes toward social groups are differentiated to the point 
at he identifies himself as a member of certain religious, political, racial, 
atholic, Democrat, second-generation Italian, 

and others who belong to 
and the others belonging to 
These attitudes 


th 

an " 

ho National groups. As a C 
as certain feelings toward th 

em, that are a part of himself and put him 


ese groups, 


these 

e groups together, set them apart from others. T E 
Ward religion, race, and politics tend to fall on a continuum that de- 

liberality, cooperativeness, 


Scribes degr ibili tgoingness 
egrees of flexibility, outs gnes 


Accent. [ 
eptance of all peoples. 
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As he reads, lives, watches television, hears his folks discuss issues, 
he comes to identify himself as a psychological member of innumerable 
groups in our society and to reject others. This is a tremendous step in 
maturing that has its roots in this time span of life. As mentioned earlier, 
this identification with some groups and rejection of others is influenced 
directly by the home. Frequently, parents arrange their children's lives 
so that certain attitudes are incorporated into their personalities without 
their being aware of the process. Listen to the following incident reported 
in a parent conference: 


I asked Mrs. G. about Barbara's week-end visit to Smithville. She told 
me that Barbara goes to visit her grandmother and while there attends 
Sunday School. I asked if she knew anything about the boy-interest in 
Smithville. She said she did. It appears that Barbara did have a boy friend 
who used to call her almost every night. Mrs. G. told me she put a stop to 
that. Barbara would like to attend the Young People's Group at the church, 
but her mother won't let her because she gets home too late and because 
she doesn't like the people in the church. This is a Fundamentalist church 
and Mrs. G. would like Barbara to become a Unitarian. 


The way in which social attitudes are learned from adults is well- 
illustrated by the following incident told by a student teacher who himself 
is a Jew: 


David got involved in a scrap outside of school last week. It seems 
that some boy from a nearby parochial school who was on vacation passed 
the school during dismissal time when David was on traffic duty. The boy 
was heckling David and said that only dirty Jews went to public schools. 
David punched him in the mouth. The principal of the school, a woman 
who seems to be afraid of her own shadow, told David that fighting on 
school grounds is against the law. I wonder what I would have said to him. 
David's defense against the boy seems to say a great deal about his char- 
acter and faith in himself and his people. It is interesting to hear what one 
parochial-school boy's impression of public school is and to wonder about 
where he got his "information." 


The nine-to-twelve period seems 
to be the optimum time for human- 
izing; to many grownups it is the 
least human period of life. These 
children, unless severely handicapped or spoiled or deprived, have be- 
come literate. They accept a minimum of instruction. They want to know 


The Mental Thrust 
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hir 5 to know; they have a dim view of what any adult wants 
"lica E A now the somewhat older youngster who has desired 
died die i "n s far more than the grownup who has a mania to 
ee: ink in the realm of spaceships and an early trip to the moon, 
unlimited by barriers of celestial mechanics and lack of oxygen and 

gravity. All wishes are attainable. 
7 Fori yaq has matured enough to be able to comprehend reality 
x 3 * — relationships. He can distinguish between reality 
ingre € A T in this age group believe that Santa Claus 
ne alt oe eet: the world in one night. Few Low the perspicacity 
3 p ie! s o think that they believe in Kris Kringle for an advan- 
s years or two. Imaginary playmates no longer exist. The middle- 

year child knows that wishing alone does not make it so. 

ae ters ini m and space has developed enough that his thinking 
13 e. nee and forward, and near and far in rough perspective. 
ger inquires two hours after leaving Philadelphia for Yellow- 


Stone, “Ar AE "I^ , 
, "Are we almost there?” He is intensely eager to learn. His curiosity 
hat he must learn. His 


is insati: 
ca nsatiable, but he does not want to be told w 
apacity " ] » 
pacity for wonder is too active to permit intrusion. 
Adolescence, G. Stanley Hall with 


In his pioneer and classic volume, 
activity of this age: 


exe Bien dici : 
eptional insight described the great mental 


] The vears from eight to twelve constitute an unique period of human 
life... the brain has acquired nearly its adult size and weight, health is 
almost at its best, activity is greater and more varied than ever before or 
than it will ever be again, and there is peculiar endurance, vitality, and 
resistance to fatigue. The child develops a life of his own outside the home 
circle, and its natural interests are never so independent of adult influence. 
Perception is very acute » - Everything, in short, suggests the culmination 


of one stage of life as if it thus represented what was once... the age of 
maturity . ..“ 


s as well as of pictures 


terested in collecting 
isolated 


The middle-year child is a collector of fact: 
of baseball players. Indeed, this is one reason he is in 
their pictures. The typical nine- n tell you more 
facts about baseball than most a llects facts somewhat 
indiscriminately during the beginning iod of growth. He 
— 


or ten-year-old ca 
dults know. He co 
years of this per 


New York: D. Appleton and Company, 


? G. Stanley Hall, Adolescence; vol. I ( 


1904), p: K. 
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asks a million questions, reads, listens, watches, talks to people—he is busy 
storing up these precious tidbits of knowledge. His interests are as 
broad as the universe. Here are some of the questions you hear these boys 
and girls posing: 


Why do planets twinkle and other stars do not? 

How far is up? 

What happens when a tadpole loses it tail? 

Where do turtles lav their eggs? 

Where does the plankton come from? 

Why does the pitcher always walk while the other players run as the sides 
change? 

Where does the color go when it gets dark? 

What do mosquitoes live on when there are no people or animals around? 

Who was Pasteur, Lister, Flexner... ? 

Would someone else have developed pasteurization if Pasteur had not lived? 

What is organic farming? 

Why do bees sting some people and not others 

How do bees make their honey? 

What is a Catholic, a Jew, a Christian, a Mohammedan? Would I be a 
Mohammedan if I were born in Arabia? 

Were the Indians really the first people on this continent? Why did we treat 
them so bad? 

What is ju jitsu? How can they throw vou like that? 

What is an illusionist? How does he keep the lady hanging in the air? 

Have you really been to Iwo Jima? Tell us about it. Could you talk to the 
people there? Do they have to go to school? What games do they play? 

Are there really people on the moon? How do you know? 

Is evervbodv's blood the same? 

Whv do some people have blue eves and others brown? Whv do some 
people have brown skin and others white? 

Why is Mona Lisa such a great picture? 


Look over these questions. Can you classify them as concerned with 
science, geography, history, anthropology, theology? We hope you won't 
find it necessary to teach as if you could do so. 

Teachers of children in this period of development cannot possibly 
know the answers to a small fraction of their questions. Here, the teacher 
who is afraid not to know all the answers is sure to be dubbed a "drip" 
or a “dope,” or whatever the popular epithet for an inadequate person 
currently may be. It is important that the teacher of middle-year young- 
sters uive some knowledge and skills commonly sought by these children; 
of greater importance is the teacher's respect for children's concerns and 
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questions and his ready access to resources for helping them learn what 
they wish to learn. 

Speaking to a section of the National Education Association in the 
summer of 1958, Margaret Mead, among our most competent appraisers 
of culture, insisted that teachers seem preoccupied with teaching children 
what adults already know, a method "appropriate to the Stone Age. What 
we need now is a new conception of a teacher who, with students, is 
moving into a new and unknown country. This concept must recognize 
that the teacher is someone who lives in a moving society and must move 
along with it." 1° 

The child's questions frequently seek the processes by which things 
happen, the properties of the things in which he becomes interested, and 
the beginnings of things: "Who was here first? What language did the first 
man speak? Who first thought of flying?" Just as he puts his collections in 
order every now and then classifying, organizing, listing, so he does with 
his knowledge, thus integrating to some extent his present state of know- 
ingness. As he grows older, the youngster begins to become more selective 
in his explorations. He tends to find a few areas which he wishes to explore 
more deeply. He seems to begin to realize the statement made recently 
by Oppenheimer ! that of the world’s knowledge there is so little that 
àny one man can know. The knowledge gained through interests explored 
between nine and twelve often serves as the foundation for lifelong pur- 
Suits. A Florence Nightingale discovers her keen interest in nursing; à 
Mendelssohn discovers the world of sound; a Picasso the world of form 
and color. As he puts his knowledge to use in everyday life, the child also 
Searches for the more universal meanings of life. At this age his quest for 
Purpose, for broader and deeper relationships to all of life, begins in 
earnest. 


The Three R’s 


By the time the young human is nine, he usually has established 
enough skill in the academic processes to give him a solid base upon 
which to build. If his learning processes have not become blocked, if his 


™ Reported in The New York Times, June 
1! Conversation. with Dr. Oppenheimer ( 
Murrow “See It Now” broadcast of January 4, 1955), 50 min., 


New York University Film Library. 


28, 1958. 
ended version of the Edward R. 
sound, distributed by 
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physical development has been normal up to this time, he has by nine 
come to use without effort the basic processes of reading; he can write 
legibly and communicate his thoughts through this medium; he has a 
vocabulary of between 35,000 and 50,000 words; and he is well on his way 
in understanding the fundamental processes of quantitative thinking. 
Primarily, growth in these areas from this point on is that of learning to 
apply these basic understandings to more and more complex situations, 
learning to see the interrelationships existing among all areas of knowl- 
edge, and learning to deal with abstractions. 

The vigor of the middle-year youngster makes it imperative that the 
program be vital, dynamic, challenging, and elastic. These children are 
truly living on the growing edges of their own minds and of their culture. 
If they lack opportunities to apply their newly acquired skills to matters 
that concern them, they come to look upon school as a necessary evil 
where a person must put in his time, with little hope that anything impor- 
tant to him will happen there. What tragedies are revealed in statements 
like the one made by this lad: 


I do not like Hebrew school. I don’t like public school. I can’t stand 
arithmetic, I do not like art.. .. The best day in my life is when school is 
over. . . I was almost late for school. Then I got a yelling at by my teacher. 
That was not too bad but when I was sent out of the class for five minutes 
and then had to stay after school for 75 minutes, I could have killed him. 


How can we make the program vital? By taking our cues from the 
learners themselves. Given the slightest sincere invitation, they raise 
questions that lead to their own searchings. We recommend the film, 
Learning Is Searching. as an excellent example of how this program 
evolves. The middle-year child is more interested in things than in people. 
Havighurst states: “He is still feeling his way in human relations while 
he is already thinking his way into the world of nature.” ** We do not 
imply a dichotomy between thinking and feeling. Rather the pupil has 
not yet differentiated his own self and his relations with others to the 
point that he can search verbally about human relations. He tends to 
accept people as they are. Schoolrooms must be filled with the things he 
wants to know about and learn how to use. If we cant get all the things 


12 Learning Is Searching, 30 min., sound, distributed by New York University 
Film Library. 

13 Robert J. Havighurst, Human Development and Education (New York: Long- 
mans, Green and Co., 1953), p. 82. 
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themselves, we can get some second-hand information about them 
through books, movies, pictures, people who have been places and done 
things. And we can go to many of the things and places that we can't 
bring to our rooms. 

Near the end of the middle-year period, children become fascinated 
by faraway places and distant time. This is an ideal time to study living 
in other parts of the world. These children also like to project themselves 
into future time. 

Science fiction, spaceships, interplanetary developments are their 
meat. (Let's be sure we don't get in the way of their explorations because 
we feel insecure and of little faith in these areas.) The middle-year child 
has an intense interest in mass media. Most youngsters go to at least one 
movie a week; some go to three or four over the week-end. Comics are 
avidly devoured. The comic might be better called cartoon exposition. 
Radio and television consume many hours. In one suburban community 
studied by the authors, over half of a representative school sample spent 
more than ten hours per week watching TV or listening to the radio. 
Many spent as many as twenty hours per week watching TV. 

Boys between nine and twelve like adventure stories, animal stories, 
Stories of explorers, stories depicting heroism—especially the brand of 
masculine heroism that requires the austerity of a lonely outpost, such 
às Sergeant Preston of the Yukon. They also like science fiction and 
factual stories, Boys’ taste in books contrasts sharply with that of girls. 
While you may find many girls enjoying so-called boys' books, rare is the 
boy who admits liking girls’ books. 

Let us examine the characteristics of the mental thrust of the middle 
years by quoting Havighurst: 

Children are trying to find out the extent to which the larger world 
around them is predictable—how it behaves according to rules, how it 
follows a pattern that can be understood. 

Children are trying to establish boundaries to their world; not necessarily 
a single all-inclusive boundary, but rather a series of boundaries for each 
of the various areas of interest or concern. 

Children are working at finding or making some order in their world, at 
organizing its facts and incidents into a pattern that makes sense to them. 


At the same time children take avid interest in all kinds of collections of 
—— 

14 Mary Beauchamp and Howard Lane, Survey of Interests, Needs, Concerns and 
Relationships of a Representative Sampling of School-Age Children in One Suburban 
Community (New York: New York University, 1956). 
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data that have little in common with the intellectual preoccupations of 
intelligent adults, there are indications that children are trying to under- 
stand adults’ processes of reasoning and of proof.'^ 


Youngsters are working on widely differing levels of complexity dur- 
ing these years. They are learning through the utilization of varying media. 
Some require much more experience with first-hand materials and with 
one-to-one relationships than others. Some gain a "real boost" out of ex- 
perimenting with abstract, conceptual thinking. Some are more dependent 
upon the use of the senses to integrate their knowledge than others arc. 
Some need more experience in motor skill so that they actually get the 
feel of counting out fifteen and taking away seven. At this age, the unique 
ways in which each human learns about himself and his world become 
much more obvious. One of the functions of the teacher of these grades is 
to discern how each one of his pupils learns, what ways are most satisfy- 
ing to him. Some will never employ the full range of conceptual possibility 
but may be more sensitive to stimuli coming from concreteness than are 
the ones who “take flight” in abstraction. All of these ways must be re- 
spected and held valid. Each individual must be considered of worth 
regardless of whether his way precisely fits the adult picture of the more 
intelligent way. 

As children gain more experience, with the guidance of a teacher 
who knows where they are heading, we can expect that they will develop 
more understanding of cause and effect. They see that some things do cause 
others. They begin to look behind the process of the water dripping from 
the faucet to see what causes the water to drip. They begin to see that 
causality functions with people as much as with things. They recognize 
that some behaviors cause teacher approval and peer disapproval and 
vice versa. They are more capable of hypothesizing consequences of 
varying courses of action. They are able to figure out the causes for an 
individual’s behavior. We recall the eleven-year-old who was promoted 
into Mrs. Jones’ room. She had the reputation of being an old “battle-axe.” 
When asked, “How are you getting along with Mrs. Jones?” his former 
teacher was delighted to hear the youngster say, “Aw, she isn't so bad. 
She’s cross and mean sometimes, but you know her husband left her when 
her kids were little and she has to take care of them and sce that they get 
through school. You can't blame her for being a sourpuss.” This boy was 


13 Robert J. Havighurst, Human Development and Education (New York: Long- 
mans, Green and Co., 1953), p. 85. 


able to accept Mrs. Jones’ bad temper because he understood 
the causes for it. 
Uis 5 in mental development of the middle 
) is the “as if” game. Let's act “as if” the boys are all 
pen and we shall plan what we would do if they were not 
"Yu wis ins petes piss the situation mentally so 
zé ) i alistically. This process is challenging 
ms ech concepts are worked with. We shall Eg 
EE E 1 fifty miles an hour on her trip to 
ET. Hasi ac os five-minute stops: The distance is 
Ei » iie does it take her? This interest in mental 
rue j i , : pr one reason riddles have such a uni- 
Ds ey S v plan to teach in the middle grades 
E 5 are ready B he bombarded with riddles!) Most 
M eri haye a ridiculous twist that appeals to the 
Sine ad 6 capacity of this age and the mastery of 
) T. : * he middle-year child revels in. 
ae lese dni Ra dcm begins to think abstractly. 
bn dete z 5 E " e eins: 118 can see comparisons 
be ea d ee oe ener boy we knew 
$ 1 ^s © aq 6012 , T S] 
his life, by m dis Eon m owe Mn d 5 
ever seen anything?" He riii id » li = oh ha 
Eu ythingi duds y got replies such as the 
PU idi rii at : distance ed = or the Empire 
" 1 arSov * 3 7i E ri is 
trap, "Havent 1 pm a ENE ^ 
him because of tl tal ymnasti 1 » ve a 2 
7 5 s of the menta gy mnastics involved in leading 
hink about sight of earthbound objects and com- 


Dari Y ^ 1 " 
Daring that to sight of objects not earthbound. We have 
aders on the concept 


x nee discussions of sixth gr th 
9 i hurtling through space at the rate of eighteen miles 
the 2 ing the earth with the man-made satellites that are now a p 

diverse, differentiating between the natural laws governing the move- 


Ment of : 7 
ent of the celestial bodies and the int llites into 
ement. In these discussions the youngsters 


advanced abstract think- 


a second, 
art of 


erjection of man-made sate 


at b "systems" of mov! 
E: a grasp of the cosmos more 
i than most adults. They are able 

\etical alternatives. To be specific, 


akin to our most 
to admit into their thinking more hypo- 

they find it easier to accept (and then 
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to say, "What then?") the thesis of Harlow Shapley's Of Stars and Men '* 
that there might be a hundred million planets capable of supporting our 
kind of life than are the authors of this book. 

These middle years seem crucial in establishing an enduring life-style 
in various aspects of living. If the child then finds it necessary to disdain 
grownups in order to maintain his self-esteem, he is likely to carry always 
a dim view of constituted authority. If he feels inadequate in his world, he 
may deem himself inadequate or find his adequacy in other realms. If he 
finds acceptance and friendship only among persons disapproved by his 
elders, he is likely to become one who can find fun and significance only 
among people generally disapproved. If he remains interested in "snakes 
and snails and puppy-dogs' tails," when his elders expect him to flower 
into a scholar, he, as well as his elders, may be permanently disappointed 
in his academic achievements. If the elders value schoolbooks more than 
autograph books, penmanship more than lipstick and hairdos, it damages 
both those who accept and those who reject these values. If he finds his 
elders respectful of his uniqueness, mindful of his wishes and purposes, 
accepting of his deviations and occasional excesses and genuinely reverent 
toward human dignity, he grows beyond his present modes of behavior 
toward stability, respectfulness, acceptance of differences, and genuine 
regard for the dignity of man. 

The school building and classroom of these middle-aged children must 
accommodate a great variety of life-styles, enterprises, experimentation 
and boisterous activity. It should abound in appropriate and useful cul- 
tural tools: typewriters, draftsman's tools, art materials in wide variety, 
many books on many topics, radios, TV sets, record-players, tape re- 
corders. Important new tools and materials should find their way into 
schools early, rather than last of all, as is the common practice. ( Most 
of the bars of America had TV sets before any substantial numbers of 
schools had them.) 

These children require teachers who have genuine respect for them, 
who regard their development to be as normal as is the cuddly depend- 
ence of the earlier years. In general the adult world finds these years un- 
attractive and annoying and seeks to insulate them through organized 
activities to keep them busy and out of sight. In school these “tadpoles” 
must have advocates, authorities of competency, in matters which concern 


16 Harlow Shapley, Of Stars and Men (Boston: Beacon Press, 1958). 
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them, and agents to help them find signifi- 
cance in a world that has little use for them. 

Recently we saw "buddying" between 
two classrooms—a sixth grade and a kinder- 
garten. Life seemed transformed for the chil- 
dren, their teachers, and many neighbors as 
the two classes carried on many activities 
together. While on trips, singing and playing 
safely in the park, older children assumed 
genuine responsibility for the smaller ones. 
Boys as well as girls found real satisfaction 
in caring for the younger ones. Health ma- 
terials which often seem quite silly when 
taught to sixth graders became alive and 
important when the eleven- and twelve-year- 
olds planned and prepared for using them 
with five- and six-year-olds. We believe more 
of this kind of activity could well be carried 
on in the elementary schools. 

As children. grow through the middle 
years, they seek to be fully in charge of their 
lives. They need and want adults. These 
adults must appreciate the fact, which the 
children don't recognize, that they represent 
à repressing and molding culture against which their earthy impulses 
must grow. This is an essential feature of the "good life" for children. 


Suggestions for Further Exploration 


> S " 5 3 

" Spend several hours with a middle-year child. See if you can find some 
illustrations of the mental characteristics enumerated by Havighurst. 

> Make a collection of riddles, either those that you hear middle-year young- 
Sters use or those that you think they might enjoy. 

> Collect examples of middle-year youngsters” trying to understand causality. 


an elementary school and see if you can find some 


> JN 
Visit the upper grades of r 
lyze these to see if they encompass the interests 


Units of work in progress. Ana 
9f the middle years discussed in this chapter. 
lá Ask yourself if you would like to teach thi 
indicating your thoughts about this. 


s age. Write a short paragraph 
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> Collect the questions you hear middle-year children asking. 
» Try to observe a gang in session. Jot down your impressions. What can 
you add to the description given in this chapter? 
> Continue your profile of the individual you are studying. Focus on his inter- 
ests during the middle vears as he recalls them or as he is now expressing them. 
(If you are studying a younger child, you cannot do this, obviously.) 
> The following films will be helpful to you in understanding the middle 
years of childhood: 
From Ten to Twelve (Ages and Stages Series), 28 min., sound, National Film 
Board of Canada. 
Depicts the characteristics of these ages, pointing out wide range of indi- 
vidual differences between individuals, between boys and girls, and the 
effects of these differences upon behavior. 
Guiding the Growth of Children (Planning for Teaching Series), 18 min., 
sound, McGraw-Hill Book Company, Inc. 
Mrs. Carlton teaches fifth grade. The way she becomes acquainted with her 
pupils, their needs, drives, and differences is depicted in the film. 
Sibling Relations and Personality (Child Development Series), 22 min., sound, 
McGraw-Hill Book Company, Inc. 
Sibling Rivalries and Parents (Child Development Series), 11 
McGraw-Hill Book Company, Inc. 
The relations that siblings have as they grow up, the roles of the parents in 
the conflicts that arise are shown in these films. They deal with several quite 
common patterns of relationships: the more talented with the less talented; 
the more popular with the less popular; the one who feels his parents favor 


another sibling. The roles of the parents in sibling “squabbling” are handled 
in the film. 


min., sound, 


Additional Sources You May Find Helpful 


Willard Abraham, Common Sense About Gifted Children. New York: 
Harper and Brothers, 1958. 

We include this book because at this age many adults begin to exert 
excessive pressure upon children with unusual gifts—often resulting in 
stunting and dwarfing their gifts. This book may be an antidote to this 
trend. 


Arthur Witt Blair and William H. Burton, Growth and Development of the 
Preadolescent. New York: Appleton-Century-Crofts, Inc., 1951. 

Especially strong and. important. book about the middle years. The 
discussion of cultural impositions of the period and their reinforeement by 
social-class structures is insightful. 
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Alvina Burrows, Teaching Children in the Middle Grades. New York: D. C. 
Heath and Company, 1952. 

This author understands the middle years. Her book is full of illumi- 
nating illustrations and sound insights. 


Marie I. Rasev and J. W. Menge, What We Learn from Children. New 
York: Harper and Brothers, 1956. 

This sensitive book tells the story of the insights gained from working 
intensively with children who are brain-damaged. 


William Saroyan, My Name is Aram. New York: Harcourt, Brace and Com- 
panv, 1937. 

Saroyan knows boys. He writes with great charm and insight. This col- 
lection of stories about Aram are delightful. The wonderful quality that life 
has for boys this age makes the reader relive his own youthful days. (Girls 
will like the book, too.) 


12 


Parly 
Adolescence 


“YOUTH, the Period of 
Possibility, when Archimedes finds a 
fulcrum, Cassandra has a following 
and seven cities compete for the honor 
of endowing a living Homer.” ! 


No sharp line separates the 
stages of growth between the mid- 
dle years and early adolescence. 
The power of the peer group that 
was then noted continues to gather 
momentum until in this period of 


. 1 Ambrose Bierce, The Devil's Dic- 
tionary (Cleveland: World Publishing 
Co., 1911), p. 372. 
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life the individual demands the recognition of his independence from 
his parents. We consider in this chapter the years usually served by the 
junior high school—the twelve-to-fourteen age span or the seventh, eighth, 
and ninth grades in school. At no other time is there so much individuality 
and so much conformity. While the middle years are predominantly used 
to integrate and assimilate the learnings and perceptions of the primary 
years, early adolescence is a period of differentiation. The individual's 
personality structure loosens to permit the organization of a personality 
more appropriate for adulthood. 

Individuals change rapidly with the onset of puberty. Puberty may 
occur any time during a four or five year period. One twelve- or fourteen- 
year-old may still be a middle-year human in his physique and behavior; 
another may be adolescent in his build, feelings, and perceptions. As you 
study the diagram below, note that each of these stages overlaps quite a bit 


Later 


1 / 
Middle 7 \ Hi \ Adolescence- 
Years i \ \ Yeung 
Su | \ ! ! Adult 
i l ! | 15-18 
\ ' l | 
\ Early Adolescence ; 
\ / 2-14 N / 
/ N 


With the stage that precedes and follows it. Since early adolescence is in 
the middle of the time sequence during which the individual becomes a 
man or a woman, it is in reality an in-between period. In-between periods 
are usually unstable and perplexing; many new behaviors are “tried on,” 
many ambivalent feelings are clarified. 

This chapter on early adolescence and the following one on later 
adolescence should be read as a unit? We look upon early adolescence 
as the time when the individual is growing out of childhood; later ado- 
lescence as the time when the individual is growing into adulthood. For 
each one of us this growth has been continuous, forming and reshaping 


— 


2 The additional sources for both of these chapters are listed at the end of 


Chapter 13. 
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since life began. The dramatic and visible manifestations of the changes 
that occur during pubescence are climaxed by puberty, which occurs 
during the fifth, sixth, seventh, eighth, ninth, or tenth grades of school 
For the large majority of girls puberty, marked by the menarche, or the 
onset of menstruation, occurs between eleven and fifteen. A range be- 
tween ages nine and seventeen is considered normal, although individual 
cases occur much earlier and much later than the normal range. 


By seven- 
teen most girls have reached their maximum grow 


th. In terms of technical 
biology boys attain puberty when live sperm appear in the urine. On the 
average boys mature two to three years later than girls, thus they do not 
usually attain puberty until fourteen or fifteen. The ave 


his maximum growth in height, length of bones, 
schematic 


rage boy reaches 
by nineteen. The 
arrangement below may help you to visualize the growth 
Sequence during the period of adolescence: 


ADOLESCENCE 
Earlv Adolescence 


VEREOR ee w & bU de REOR V Rods a 8 daca, Later Adolescence 
(Ages 11-14) (Ages 15-19) 
Pubescence 


Two vears preceding pu- 
berty. Sometimes known 
as pre-adolescence. Be- 
ginning of physical 
growth, change in body 
proportions, maturing of 
primary and secondary 
sex characteristics. 


Puberty 


a Mark of Adulthood 


ment of puberty is a rather dramatic 
preparing for about two yea 


girl as well as bringing about sharp 


Puberty 


Point at which biologi- 
cal changes reach a cli- 
max. In the girl, the 
menarche—normalrange 
9-17. In the boy, live 
sperm appear in the 
urine, 


Puberty comes from a 
word meaning adult; it marks the 


Post-Pubescence 


Girl continues to develop 
and grow. Menstrual reg- 
ularity and fertility de- 
velop. Boy continues to 
develop and grow. Actual 
beginning of fertility in 
boy is not known pre- 
cisely, 


Latin 


point at which the individual is 
physiologically capable of bearing 


anatomical 


or producing offspring. The attain- 
event for which the 


ars. This preparation involve: 
affect the total functioning—emotional, social 


body has been 
processes that 


and mental—of the boy or 


and physiological changes. 
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1 ll ee 
the physical changes that ocene die 5 puc» cH x 
pubescence, and then Bises fh vt bs ; Ph e i m y Sus post- 

: 5 iscuss the ways in which these changes are per- 
ceived by adults and by the early adolescent himself. 


Physical Changes in Boys 


i5 A: peters the boy begins ta grow more rapidly than he has 
Se een io on Nat infrequently the junior-high-school teacher fails in 
à r to recognize the boy whom he knew in June. This growth 
*purt Increases in tempo until the boy may gain as much as four or five 
“aches of height during the peak year and twelve to fourteen pounds in 
Fin ind This is the time when parents just can't keep their youngsters in 
Clothes that fit them. Most of the growth of both boys and girls occurs in 
shoulders broaden; 


De pecie neck, arms, and legs. The boy’s s i 
large, Hs "imd ie legs become scrawny; his feet seein istvessingly 
to the ear] iris harder and more * than the girl. Dismaying 
Out at 8 ac escent boy is his cracking e which is likely to burst 
reaks amı most iappropriate moments. While adults find the sudden 
When and P Uie boy a embarrassed because in has scant control over 
More m; 55 dene his voice cracks. The boy's vaise becomes lower and 
m asculine in texture as a result of the rapidly lengthening vocal 
Pubie hair begins to appear followed shortly by axillary (armpit) 
8 io Nana appears n the upper lip and eventually the boy reaches 
him. Som a he has valid reason to shave—a real mark of manhood to 
etime later, probably during later adolescence, hair appears on 


lis c] 
S chest ; : ' ^ 
St and continues to increase in area through young adulthood. The 


Hair. 


skin 
Coarsens i à BP i 
Parsens and becomes more oily due to the increased activity of the 


Seb; 
is 5 . F ; 
eous glands, This frequently results in unsightly blackheads and 


ac 

ir about which the young adolescent is hypersensitive. 

Ts Sex organs are increasing in size. The penis grows in length and 

"ha. erence and becomes pendulous. The testes and scrotum enlarge. 

of a e quite readily to a variety of stimuli including the sight 
1€ pictures. Few pubescents know the specific causes of this phe- 


nor 
me : 
Non. Erection carries with it a strong urgency for sexual release, 
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which is a new feeling for the young male. The increased activity of the 
pituitary gland results in these changes. Its activity stimulates the es 
tioning of the endocrine glandular system which fueludes the thyroid dese 
adrenals, and the gonads (sex glands). Because of the increased activity 
of the endocrine glandular system all the growth sequences occur. Sub- 
normal pituitrin causes some boys to be "breasty" and “hippy.” These 


boys are embarrassed, often distressed, in communal showers. They are 
the victims of cruel teasing by their age-mates. 


Physical Changes in Girls 

The glandular functioning in girls follows the s 

as in boys during pubescence, but the outcomes are quite different. Like 
the boy, the girl has a peak year of growth during w 


two to four inches in height and gains from eight t 
develops a layer of subeutaneous fat th 
contour. Her breasts begin to develop a 


ame general sequence 


hich she grows from 
o eleven pounds. She 
at gives her body a round, soft 


nd continue to fill out for several 
years. Her hips broaden; consequently her walk become 


as viewed from the eyes of a male. Pubic and axillary hair appear. She 
may have some hair on the che 


st and around the nipples. The contours of 
the body, the quality of the skin, the gloss of the hair suggest a young 
woman. 


s more seductive 


During this change the menarche occurs 
This represents an important event in the gir 
information has been either withheld or inco 


> usually around thirteen. 
l child's sexual life, If sex 
rrectly given, menstruation 


Her attitudes toward sex and 
ay be definitely affected 


ark of womanhood. It is n 
culture menstruation is sometimes call 


the first menarche the young girl us 


infertile. In some primitive cultures this is a period of approved sexual 
experimentation for the young girl. 


may be a traumatic experience for her. 
toward her own body m by her first experience 
with this universal m oteworthy that in our folk 
ed “the curse.” For about a year after 


ually menstruates irregularly and is 


Some Growth Problems 


are distressed about th 
ness, of their growth. Since some organs gro 


Both boys and girls € asynchrony, or uneven- 
w faster than others, the 
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adolescent may begin wondering whether or not he is normal. Since 
growth is so fast at this time, the imbalance causes poor coordination and 
leaves the individual more embarrassed than is necessary. This phe- 
nomenon accounts for the awkwardness of this age. The young girl's feet 
may suddenly reach adult size. Her size seven shoes look somewhat queer 
supported by spindly legs, and seem ever so much more queer to her 
because of her extreme sensitivity. The boy's voice change may start 
while he is still to all appearances a little boy. This early outward mark 
of manhood is a source of embarrassment to him. Present-day culture 
urges that adolescents be young men and women in dress, manners, and 
concerns. It values highly those who seem near-adult and tends to dis- 
credit those who persist in childish ways. 

The wide range of years during which puberty is reached creates 
another problem for the young human. The early maturers not only start 
growing sooner but grow faster than the late maturers. We have discussed 
the problems that this brings to the overly tall girl of eleven. Her stooped 
shoulders, long feet, and unhappy expression bespeak her sad plight, as 
she sees it! The other extreme of this growth continuum is the late matur- 
ing boy who at age fourteen, even sixteen, is still a little boy—short, 
smooth-cheeked, while his classmates are growing out of their pants and 
caressing the fuzz on their faces. He begins to worry, “Will I ever begin 
to grow? Is something wrong with me? Am I going to be a runt all of my 
life?” He feels left out of the thought and feelings of those with whom 
he has been buddying for years, for there is no way he can share their 
present state—and he can’t understand his erstwhile pals fooling around 
With the girls. 

The rapidity of the growth he experiences during pubescence and 
Puberty is confusing to the adolescent. So many changes are occurring 
all at one time that he has little chance to get used to them. These changes 
are attended by a complexity of emotions that often leave him feeling 
defeated and aggrieved. The awareness of conditions within the body are 
feelings, At this period new circumstances and new physical conditions 


are attended by unaccustomed feelings. Thus they urge immediate atten- 


tion. The loves, hates, enthusiasms, and aversions of the moment seem 


eternal. Some parents and teachers become panicked by transitory ex- 
Cesses in feeling and behavior and prolong these excesses by strong oppo- 


Sition and strict regimentation. 
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“Who am I?" is a consuming 
concern during the entire adoles- 
cent period. As the voung person's 


Who Is 


the Early Adolescent? 


body undergoes such rapid changes 
and as he experiences the baffling, 
confusing, often frustrating feelings of growing up, he is presented with a 
host of problems in establishing his identity. That identity which he had 
as a child has become disorganized. He is left wondering about himself, 
his future, his potentialities. We have progressed quite a distance since 
the youth of the authors when we were taught that there is one right 
way, one right mate for each of us, one right job for each to do. Today 
we are more likely to accept the notion that there are clusters of promis- 
ing ways available to each one in terms of the answers derived from 
“Who am I? What do I seek from life?” 

Teachers are able to help adolescents by discussing with them the 
clusters of potentialities that await them—taking into account their values, 
their temperaments, their interests, and their capabilities. This is quite 
important; for although many adults have intellectually discarded the 
concept of a one and only right decision about m i 


ates, jobs, colleges, and 
other important decision are 


as, they still cling emotionally in their sub- 
conscious to earlier teachings. How often do we hear: “I wonder if I made 
the right decision! Is this the right job for me? Did I marry the right one?" 
These are useless questions; they lead nowhere. We should like to see 
teachers help adolescents assess more accurately their own sources of 
gratification so that they may make their choices with greater chances of 
fulfillment. 


Adult Perceptions of the Early Adole 


scent 
“Who is the early adolescent?" As se 


en through most adults’ e 
adolescent is a stranger to his parents. He 


away from the sources of help that he h 
Often he turns to an accepting 


yes, the 
becomes secretive and turns 
as readily accepted for so long. 
adult outside his f 
times to adults that the family is somewhat ske 


confide in his parents is a deep source of 


amily for advice, some- 
ptical about. His failure to 
anxiety and sometimes hurt to 
and behavior. The gir] retreats 


seldom walks into a room. He 
either runs in, tumbles in, or lounges in insolentlv. Girls 


them. The boy is rough in language, dress, 
to silence or a secret language. The boy 


are adept loungers 
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at this age. Sprawling on the belly on the floor is a favorite position. The 
early adolescent is accident-prone, tripping over the furniture, breaking 
the legs off delicate chairs, dropping pieces of china and marring the sur- 
faces of wood. The boy seldom sits in a chair. He uses it as an object to 
coil himself around. He scoffs at any expressions of sentiment. Boys and 
girls alike resist most behavior that parents urge upon them. A constant 
source of irritation is the adolescent's room. He refuses to keep it in any 
semblance of order. Clothes are left where they were flung when taken 
off. Shoes are mixed up with papers, candy, fishing tackle, bobby pins, and 
comic books. 

The adolescent is vacillating. Most of the time he is highly resistive 
and then suddenly he becomes compliant. Mother remarks, “He’s his old 
self again.” She has spoken literally. It is his old self that he is trying to 
leave behind, but he has to return to it every once in a while because his 
doubts about the new self are great. He goes to extremes in clothes. His 
daily dress is likely to be a dirty sweat shirt, a comfortably wrinkled pair 
of slacks or levis, and loafers without socks. She is likely to wear an over- 
sized shirt or an under- 
sized sweater, a comfort- 
able skirt, and dirty shoes. 
On occasion the adoles- 
cent can drive his folks 
"mad" with the fastidious- 
ness he demands of him- 
Self and of them. You note 
that his behavior is similar 
to that attributed to the 
middle years. It is similar, 
only more unpredictable. 
; As pubescence con- 
tinues, the youngster's er- 
ratice behavior intensifies. 
He becomes more and 
more disorganized. He be- 
comes more egocentric. 
He sees the world revolv- 
mg around him. If he 


needs to be picked up at 
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school after the basketball game, it is unthinkable that mother should 
consider the conflict in her own evening schedule. He is demanding of 
money and special privileges. He wants these privileges without accepting 
the responsibilities attending them. To discuss responsibilities with him 
is an affront. His feelings are easily hurt. While this is written primarily in 
the masculine gender, the feelings discussed are as char: 
girl adolescent as of the boy. 

Conflicting areas between the early adolescent and adults center 
around use of the telephone, table manners, dress, hours, readiness for as- 
suming certain adult behaviors, money, homework, club activities, and 
disrespectful behavior. Many a family has had to stretch its budget to 
include two telephones because the adults gave up trying to control the 
amount of time the youngsters “hang on.” The best adjustment is to 
develop a sense of humor about the situation. Telephone conversations 
during early adolescence are largely with the same sex. Their content 


consists of a superabundance of giggles and trivia which 
tant to the adolescent. Table mann. 


‘acteristic of the 


is highly impor- 
ers and dress are topics that permeate 
adult-adolescent discussions since they are daily and constant. Con- 


tinuous nagging over trivia in these areas weakens the adult’s effective- 
ness when he attempts to make himself heard about something really 
important. 

Hours are another source of conflict. The e 
he has reached the age when he should decide f. 
go to bed, determined by when he is sleepy and tired, and what time he 
needs to be in the house after the evening meal. Unfortunately he is not 
so eager to accept responsibility for getting u 
the early adolescent to school in the mornin 


arly adolescent feels that 
or himself when he should 


sted, father outraged, and 
reached its zenith, At about 
arises, other behaviors create a 
ast with her mouth exaggerated 
emerge from the bathroom with 


Junior seething. Normal human perversity has 
the same time that the question of hours 
furor. One morning Maria comes to breakf. 
with vivid lipstick, another day she may 
a white forelock. And so it goes! 

As the early adolescent be 


Eins to participate in more school activities, 
his need for money increases 


rapidly. In most cities it take. 
just for transportation. School activities re 


tremendously during the past fifteen 
in the next chapter, page 334.) 


$ thirty cents 
quiring money have increased 
years. (We give more details on this 
The youngster needs much money. He 


311 


EARLY ADOLESCENCE 


feels he needs much more than he does, certainly more than his parents 
feel he needs. Our culture, especially the urban culture, provides few op- 
portunities for early adolescents to earn money. 

In school, conflicts between pupils, parents, and teachers center 
around homework, club activities, manners, and disrespectful behavior. 
Teachers who have rigid standards of behavior have no place, nor peace, 
with the adolescent. The wise teacher of this age fails to pay attention to 
most of what he sees. He is able to interpret behavior that appears rude 
and inexcusable as a necessary part of trying out new relationships with 
adults. Remember the tendency to exaggerate or overact when new learn- 
ings are being ingested! If we can go back in memory to our own ado- 
lescence, we are better able to empathize with adolescent behavior. This 
is an advantage the young teacher has—he is not so far from his own 
adolescence. Once empathy has been established, a sense of humor has 
the power to turn many a potential conflict into one from which new 
understandings emerge. 

We recall a teacher recounting an incident that occurred in her class- 
room when two boys (one about a foot taller than the other) had been 
building up hostility for some days. Finally, it broke out in the classroom. 
They angrily faced each other and were about to have it out when the 
teacher became aware of what was happening. She went up to the larger 
boy and said with a twinkle, “Wait, just a minute until I get you a stool.” 
The ludicrousness of the situation became apparent to him. The boys had 
to laugh and the tension was broken. 

Of course, the picture we have drawn is a stereotype of the early ado- 
lescent as seen through adult eyes. Like all stereotypes it does not fit all 
adolescents, Many grow through this stage with little apparent disruption. 
The expectations adults have of youngsters this age make a difference in 
the intensity of separateness felt. If the adolescent feels cut off, out of 
communication, with those he loves and has depended upon for so long, 
his behavior has to be more extreme for his emotional output is intensified 
in areas that are nonproductive. His problems are so consuming to him 
that he feels surely his parents, of all people, should understand how he 
feels and make allowances for him. He cannot verbalize these feelings for 
he himself does not understand them well enough to put them into words. 
In many cultures adolescence is not a period of concern either to the 
Youngster or to society. These tend to be cultures in which the roles of 
both adolescents and adults are much more clearly defined and rigidly 
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marked off than in our culture. Parents and teachers who find their ap- 
propriate roles with these emerging young adults meet less resistance and 
less rejection than we have described. In our culture, however, if the 
adolescent is too docile, too concerned with what adults think, too cen- 
tered upon adult goals of orderliness, cleanliness, politeness, and studious- 
ness, it is likely that the youngster is failing to achieve the emancipation 
that he must achieve to grow into mature adulthood. 


Adolescent Perceptions of Himself 


^Who is the early adolescent?" As seen through his own eyes, he is a 
“mixed-up, misunderstood kid." He is not sure of himself. His body is 
playing strange tricks upon him. Is he an adult or a child? One day or 


hour he feels like an adult and demands the recognition that adulthood 
brings. As suddenly, he becomes unsure and creeps back to childish ways. 
refusing to accept the responsibilities that he thought he wanted. He 
continues, however, to reach out toward adult work. Over half of the 
junior-high-school boys and girls interviewed in one 
City said that helping other members of the f 
made them feel grown up. 


school in New York 
amily with work was what 


The early adolescent is engrossed with his own self. He 
tive. As a corollary to this quality, the early adolescent is 
with what other people think of him. He feels as if alle 
He is painfully sensitive about his clothes, fee 
or not modish, or too drab or too bright, or too extreme, or. . . . He worries 
(both boys and girls) about skin quality. Every little 
full-blown case of acne in his mind. Girls are self-conscious about their 
shapes. They imagine that men are staring at them. Some develop a 
slump in seeking to hide their developing breasts. Boys question their own 
manliness. In short, adolescents feel as if they are out-of-step, and they 
would give everything they possess to be in step, if only they could find 
out how. This age youngster is likely to feel that his family and the world 
have it in for him. He projects a good many of his feelings onto others by 
being brutally frank in the perennial slam book that makes its appearance 
nearly every spring, by assuming heroic roles that he plays for a day, a 
week, or a month and then discards for more heroic ones, by idolizing 


Mary Beauchamp. Building Neighborliness. (New 
Relations and Community Studies, New York University, 


is introspec- 
also engrossed 
yes are upon him. 
ling that they are too tight 


pimple becomes a 


York: Center for Human 
1958), p. 24. 
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popular heroes of the day. Steffens in his autobiography describes the 
process of assuming a variety of roles which at the time seemed heroic 
and popular to him: “I became a drunkard as I had been a knight, a 
trapper, and a preacher, not for long and not exactly with my whole heart, 
but with a large part of my imagination." * 
Now that we have a picture of 
the early adolescent and some of 
ot Adolescents his needs, let's examine the devel- 
opmental tasks that are unique to 
this age. During the total span of 
adolescence the individual is working harder than he has ever worked 
before on two all-consuming developmental tasks. They are: (1) to 
achieve emancipation from home; and (2) to establish heterosexuality. 
In accomplishing these tasks he is also attending to a number of related 
developmental tasks. These two, however, are fundamental life achieve- 
ments which he must work on at this time if he is to become a mature 
adult. These are his tasks, anchored in his own self needs. The other de- 
velopmental tasks are ones that society thrusts upon him. Frankwood 
Williams describes the transition that takes place as follows: “He begins 
life entirely dependent, egocentric, irresponsible; he should become fully 
independent, altruistic, responsible. He has to pass from the completely 
filial to the completely parental attitude.” * 


Developmental Tasks 


Achieving Emancipation from the Home 


: Anyone who has lived with young adolescents must have resounding 
in hi s 
n his ears expressions such as these: 
I simply must have a pale blue Cashmere sweater for assembly Friday. 
But, dad, you don't understand. All the other girls are going to have them. 
TII do the dishes in a minute. 
Why can't I go on the trip? Everyone in our class is going. 
—— 
Y Lincoln Steffens, The Autobiography of Lincoln Steffens, abridged ed. (New 
ork: Harcourt, Brace and Company, Inc., 1931), p. 87. zT: 
^ From Adolescence: Studies in Mental Hygiene by Frankwood E. Williams. 


Copyright 1930 by Rinehart and Company, Inc., copyright 1958 by Marion E. Ken- 
worthy. Reprinted by permission of Rinehart and Company, Inc., Publishers. 
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Mom, have you seen my shoes? I can't find them anywhere. 
Oh, I forgot! 

TII take the garbage out when I come home from the game. 
This is a private conversation. 


You're absolutely impossible, dad. 


Early adolescence is the period of the most intense rejection of adults. 
Parents are the recipients of the keenest r 


ejection. They frequently are 
the last to accept the f 


act of their offspring’s growing up and are the last 
to be accepted by their offspring. Redl describes this age as the "phase 
when the nicest children begin to behave in a most awful way.” He also 
States that this is an age when 


"a child's personality is broken up or 
loosened, so that 


adolescent changes can be built into it and so that it can 
be modified into the personality of an adu 
organization has to take pl 
himself into 


lt.“ e This implies that a dis- 
ace before the individual is able to integrate 
an adult. The disorganization brings with 


behavior that are misunderstood by adults. The youngster really loses 
ground during this time, for he returns to many of the irritating ways of 
his early childhood. The carefully instilled habits, which he has never 
completely incorporated into his own self but has followed because of his 
identification with his parents, are now thrown Overboard as his parents 
are displaced as models for behavior. Because these h 
come integrated into his own self, th 
physical and emotional upheaval of 

The more resistance the 


it many types of 


abits have not be- 
ey break down under the strain of the 
adolescence. 

adolescent meets from adults, the harder he 


imself. During pubescence, nail-biting, mastur- 


5 boisterousness, and disrespect are to- 


or table manners, dramatic outbursts, insolent 
speech, and impudent dress (Jane's donning of dad's oversize shirt and 


dirty saddle shoes, and Sam’s dirty sweatshirt and wrinkled slacks) are 
characteristic means that the adolescent adopts in order to assert his 
independence. 

The adult's lack of understanding of early adolescence has an ever- 
lasting quality to it. Some ancient writings are concerned with the de- 
pravity of youth, and similar statements may be found for nearly every 


Fritz Redl, Pre-Adolescents—What Makes 


Them Tick? (New York: Child Study 
Association of America, pamphlet) 
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generation, Would you believe that the following statement was made in 
1921? 

There is a good deal of anxiety throughout the world, apparently, over 
the adolescent. People are greatly worried about him and his antics, and 
there is a conviction on the part of some that what we need to do is to take 
him by the scruff of the neck and dance him along in the way he should go. 
The adolescent seems to have got out of bounds and coercion is advised to 
bring him back.? 


Today, resentment against the adolescent has reached a new peak, and 
the cracking-down that Williams refers to is expressed in more virulent 
terms. Let's see if we can partially understand the phenomenon of the 
Separateness of adolescents and adults. The early adolescent has to issue 
his declaration of independence. If he does not, he is likely to remain 
Mr. Milquetoast. Philip Wylie has used strong words to describe the 
effects of “momism” in our culture. In trying to achieve independence, 
the young human seems to reject those whom he loves and who expect 
him to love them. A conflict situation with strong, but ambivalent, emo- 
tions is created which becomes demanding and insistent. While many 
Parents today intellectually accept the necessity for the behavior of their 
adolescents, they find the *dailiness" of it impossible to accept with 
equanimity. Appeals are made to his sense of gratitude for all his parents 
have done for him. Quite obviously the adolescent sees the inconsistency 
of such appeals, since the parents voluntarily chose to do whatever they 
have done for him. Lacking appreciation, the parents decide they have 
reared a monster, And the gulf widens! 

Then, too, we must remember the early adolescent has as much mental 
acuity as he will ever have or as we adults have. He has more vigor than 
We do. He is as big as we are. He has far more strength and more courage 
ànd more insistence. A flabby middle-aged father looks at his husky son 
ànd remarks mentally, *Why can't I make him realize that I am stronger 
than he is?" e The visual evidence that “our little girl or boy" has grown 
Up is quite disarming to parents. The adolescent can no longer be ex- 
Pected to act like a child, but we are not quite sure what kind of man or 


Woman he is going to be. Whenever ambivalent feelings are present, emo- 
SS, 


* Williams, op. cit., p. 62. 
$ Philip Wylie, Generation of Vipers (New York: Rinehart and Company, Inc., 


1942), pp. 184-204, r 
* Sally Smith, A Child's Guide to a Parent's Mind (New York: The National 


Committee. for Mental Hygiene, Inc., film strip and recording). 
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tions are more difficult to understand and utilize constructively For over 
a decade, parents have formed habits of "thinking for," "planning id 
^doing for" a child, and suddenly before them stands a young man b 
young woman saying, “I shall go my own way now.” He doesn't even add, 
“Thank you!” and that is the part that hurts. Wall expresses this sentiment 
as follows: 


Unhappily many parents have not themselves successfully passed 
through adolescence. They see the growing beauty of the girl, the increas- 
ing strength of the boy, the intellectual challenge that maturing intelligence 
brings, as threats to their privilege and authority, a cause of jealousy, or a 
reminder of hope and ambitions that time has defeated.1o 


We have to look at still another quality of this relationship which 
increases the ambivalence of the situation. Adults are continuously after 
adolescents to be like they are. Yet they know what a 
world is in. The discrepancy between the kind of behavio 
for (sometimes demand of) adolescents and the 
havior creates such a chasm between the re: 
lescents are inclined to take admonitions with 
Recently we heard a group of adolescents 
were envious of them 


“sorry mess” our 
r adults advocate 
ir own observable be- 
al and the ideal that ado- 
a tongue-in-cheek attitude. 
agree that their parents really 
and being envious had to keep them in their places. 
Since the parents are involved emotionally in this process of their off- 
spring's emancipation to as great an extent as their children and since they 
feel somewhat at a disadvantage in the contest, the feelings that build up 
in both parents and youngsters at this time are largely ones of frustra- 
tion, humiliation, resentment, and despair. Fantasy, born of despair, leads 
to thoughts of suicide at times. Sandburg describes this fecling in his life 
thus: 


I had my bitter and lonely hours moving out of boy years into a grown 
man. I can remember a winter when the thought came often that it might 
be best to step out of it all. The second thought came, “What would be the 
best way?" 11 


These feelings of frustration and resentment can be avoided if adults are 
mature enough to understand their own feelings and take the long view 


. D. Wall, Education and Mental Health, Re 
ference Called by UNESCO, Novembe 
versity Press, 1955), p. 145. 

Carl 
Company, IS 


port Based on E 


uropean Con- 
t-December 1952 (New York: € 


Zolumbia Uni- 


sandburg, Always the Young Strangers (New York: Harcourt, Brace and 
2). p. 375. 
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about their youngsters development. This is an age when the individual 
must be stood. 

Home for the early adolescent comes to be a base of operations to 
which he returns when he needs to refuel—to get his meals, to change his 
clothes, to make his demands for money or privileges, and to sleep. What- 
ever additional time he spends there is likely to be in body only. A few 
homes serve as a meeting place for the gang, which by now is a small 
group of the same sex who have come to have emotional ties with each 
Other. These are usually homes in which the parents, recognizing the 
adolescent need to be out-of-reach of adults, either make themselves 
scarce or have set aside a part of the house in which the adolescents may 
congregate. The rumpus room in the basement serves many adolescent 


groups in this way. 


Establishing Heterosexuality 


The early adolescent at the beginning of pubescence is still a homo- 
he gets his major satisfac- 


Sexual individual. He rejects the opposite s 
tions from the same sex. During the two or three years that we are con- 
sidering, he takes some important steps toward heterosexuality. Tryon 
Sums up the process as it takes place: 


... Achieving mastery of one's sex role in adolescence is a process of re- 
integrating past experiences with new phy: ical impulses, new expectations 
from the peer group and from adult society. Each individual’s readiness 
depends upon the kinds of feelings he has about his father and mother 
which have accumulated through the vears, his feelings about the "good- 
ness" or "badness" of his own bodv, the way in which he has explored 
adult roles in fantasy play of early childhood, the successes or failures he 
has had in identifving with his own sex play-group in late childhood, and 
S0 on.!? 


The perception that the male adolescent develops of maleness in our 
Culture is strength. Every boy wants to be tall and strong. Any “dope” 
can tell what a premium our culture places on size and strength. The boy 
Wants to excel at sports; he is sometimes painfully aware that this is his 
dad's fondest dream. During early adolescence the boy is concerned about 


Forty-Third 
1944), pp- 


Ye os pne Tryon, “The Adolescent. Peer Culture,” Adolescence, 
231.23 Part 1 (Chicago: National Society for the Study of Education, 
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being a good athlete. He frequently takes as his model apii who 
excels in sports. He compares his size and strength with that of his = 
He must convince himself that he really is a man. The first step toward 
achieving heterosexuality is to establish one’s sex as an undeniable fact 


with one’s peers. The national studies carried on by the Boy Scouts and 
Girl Scouts of America conclude: 


Boys maintain their interest in sports and games and real skill activities 
longer than girls. When asked to suggest activities for a club, boys less 
often mention social activities of any kind, and in particular they much less 


frequently suggest dancing and parties (boys: 26%; girls of the same age: 
57%) 15 


The study sponsored by the Boy Scouts indicated that 57 per cent of boys 
worry about areas of achievement, such as p 


worry about being accepted by others, and 29 per cent about reality pres- 


sures such as money. These worries indicate what the boy adolescent 
holds important in his life, 


assing in school; 29 per cent 


The girl's perception of femininity is grace, ch 
service, sociability, and beauty. She is concerned about the proportions of 
her figure. She recognizes th 


at her feminine role is “to please." Her ideas 
of the perfect figure come from Hollywood. It is an 


but one must not be too tall and one must be thin. 


years oversize breasts have come to be the symbol of supreme feminine 
desirability. The early girl adolescent is excessive] 
dress and her appearance. She spends hours experimenting with coiffures. 


She is a “push-over” for all kinds of cosmetic fads and dress fads, Every 
detail of her dress is scrutinized and discussed endlessly with her girl 
friends. 

The early adolescent 
school and she sees this a 


arm, gentleness, social 


advantage to be tall, 
During the past few 


y preoccupied with her 


girl is beginning to look ahead to her life after 
$ a time when she will have 
pendent. As the girl grows into later adolescence, she 
marriage as a life career. The great majority of girls to 
as married and holding a job. This is quite 
generation ago. The adolescent girl shows 
She perceives herself as ministering to hum 


a job and be inde- 
thinks more about 
day see themselves 
a shift in perceptions from a 
an interest in social service. 
anity, is likely to believe that 


18 Girl Scouts of America, Adolescent Girls (Ann Arbor, Mich.: 
Center, 1957), p. 238. 

Boy Scouts of America, A Study of Adolescent Boys (New runs wiel, Nid? 
Boy Scouts of America, 1955), p. 14. 


Survey Research 
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she wants to be a nurse. These impulses are countermanded by fantasies 
of glamorous occupations such as movie actress, air line stewardess, oper- 
atic singer. 

The early adolescent years include numerous heterosexual activities. 
These are usually group affairs. "Pairing off" is rare at this time. Three or 
four girls and three or four boys go to a movie together or Hortense invites 
à group of boys and girls to a party. Some of the more precocious ones 
enjoy dancing and occasional “smooching” but, for the most part, parties 
are times when one sits around, probably in dim light, if it can be man- 
aged, listening to records, laughing, giggling, eating, and from the adult 
point of view doing nothing worthwhile. An occasional game of “post- 
office" is enjoyed more because of its daring quality as “forbidden fruit" 
than from any real satisfaction in kissing. Many boys are still smaller than 
the girls and often express disdain for their social activities. They usually 
participate because of the "eats" that are available, or so they say. Ham- 
burgers disappear like magic. 

The same type of social activity takes place in community centers, 
settlements, and other agencies that serve this age. Some agencies have 
a lounge program, which simply means that a lounge is available for 
dancing and listening to records. The early adolescents invariably demand 
to participate in the lounge program, but little heterosexual dancing takes 
place. Girls dance with each other; boys watch and make remarks. They 
are sizing up their own tastes and values. Girls practice their arts of 
enticing while boys assess their inclinations for being enticed. This phase 
of heterosexual development somehow reminds us of the dances some 
animals perform prior to the mating season when elaborate rituals that 
seem wholly meaningless, except to the participants, take place. 

. We have mentioned hero worship as a characteristic of this age. This 
is a step toward heterosexuality. You may recall that the pre-schooler 
developed a love affair with the parent of the opposite sex and how this 
led to identification with the parent of the same sex. These are childhood 
Steps in developing a sex role. The early adolescent now must reject his 
parents as objects of identification in order to emancipate himself from 
his dependency upon them. He still needs a model. He seeks this model 
in some member of his own sex, usually one whose sex role he admires 
and wishes to imitate. Thus, girls seek models from Hollywood; after all, 
Society has placed its stamp of approval upon these reigning beauties. 
Boys often select their models from the world of sports, since they epito- 
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mize society's approval of strength and virility. In imitating their heroes, 
they are “trying on" the sex roles of adults and gaining some assurance 
in the feelings of these roles. Some individuals who have developed dis- 
tinctive life-styles before adolescence select their models from the area of 
endeavor which is to claim their life’s energies. With one it m 


ay be a 
scientist, another an explorer, anothe 


r à financier, another an artist or 
musician, another a teacher or minister. 


Another form in which heterosexuality 
tion of someone from one's own sex upon whom to lavish the feelings that 
are associated with heterosexuality. Deep, intense friendships— 
with another youngster one’s own age, sometimes with 
child, sometimes with an adult—are characteristic 
friendship the early adolescent pours the feelings of tenderness, loyalty, 


sharing, and need that we associate with marriage. Farnham vividly 
describes the adolescent friendship: 


finds expression is in the selec- 


sometimes 
à younger or older 
of this age. Into this 


At its intense level, there is great fe 
There is purpose in all this. Such a rel 
valve for all the unmanageable 


alty, great fondn and admiration. 
ationship acts as a sluicewav, a safety 
feelings with which the young person may 
be beset. Love his parent he may not. Love himself he must not. But to 
love another, a different parent, another, often a better self, may offer a 
compromise, a way out. 15 


These intense friendships are often disturbing to parents, Sometimes 
these friendships are homosexual in actuality as well as in spirit. Parents 
sense this and are Opposed without verbalizing their fears. The adolescent 
senses the fear and frequently cannot understand it or counter it. Ado- 
lescent friendships may be precarious, They often be 
opposed even if the parent communicates only 
is something sordid about the relationship. This i 
most beautiful part of his emotional life, If we 
beyond this friendship-love affair, we must respect it as a step toward real 
heterosexuality. We must identify with him and his feelings and wait. If 
the adolescent stays in this stage too long, then is the time to consider 


ways to help him grow beyond it or to seek more expert guidance if it 
seems necessary. 


come stronger if 
non-verbally that there 
s for the adolescent the 
wish to help him grow 


BLOCKS TO ESTABLISHING HETEROSEXUALITY, The n 


atural development 
into heterosexuality is blocked ofte by some common and 


Adolescent (New York: Harper 


"n in our culture 


5 Marynia F. Farnham, The 


and Brothers, 1951), 
p. 27. 
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serious misconceptions. Adults place so high a value on earliness that 
they often arrange heterosexual experiences for early adolescents before 
they are ready. These leave the youngsters feeling confused and frus- 
trated. We recently heard of an eighth-grade graduation in which the boys 
wore tuxedos and the girls evening dresses. Parties were arranged during 
graduation week so that “couples” attended. Dancing was the main social 
activity. Such affairs are usually sources of considerable tension to the 
adolescent. Girls this age are more mature than boys. They do not espe- 
cially relish dancing partners a head shorter than they. Some girls and 
boys are inevitably left out in the process of pairing. For m. the un- 
certainty of knowing the correct thing to do and say precludes the possi- 
bility of pleasure. We recommend The Dark at the Top of the Stairs '* 
as a dramatic and sensitive picture of the suffering of a timid girl and a 
boy of a minority group in such adult-contrived parties. Such pushing of 
adolescents occurs side by side with the efforts of many parents to hold 
their children back by resisting the behaviors that come with growing up 
and denying them the right to grow as their own selves dictate. Finding 
both of these attitudes functioning in the parents of a single social group 
compounds the difficulties. 

. Another misconception of our culture is the emphasis placed on the 
Importance of being popular. Many parents contribute to the early 
adolescent's insccurity by their drives to have popular children. This is 
d with girls of middle-class parents whose social 
nt upon the daughter's acceptability to 
n—not so much on the 


particularly intensifice 
mobility is somewhat depende 
higher class boys. Friends must be carefully chose 
basis of enjoyment or compatibility as on the status of their parents. The 
to extreme conformity in behavior. It intensifies 


drive for popularity leads 
ends to pile up troubles 


the emotional strain felt during these years and t 
ater adolescence. The need to be popular 


that come to a head in | 
and to act in ways incompatible with his 


Motivates the youngster to be 


temperament and interests. Wh 
frustration, and hostility 
is in the throes now of some aberrations 


enever genuineness is denied the human 


Personality, confusion, build up and eventually 


must be expressed. Our culture 
resulting from hostility developed by adole 
— 


scents as they reach toward 


16 William Inge, The Dark at the Top of the Stairs (New York: Random House, 


Inc., 1958) 
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adulthood. We refer you to Must You Conform? *7 as an eloquent state- 
ment of this point of view. 

A third block to the natural development of hete 
culture produces is that coming from our feelings 
that sex is something dirty, wrong, and degr 
teaching by admonishin 
they would treat the 
would not 


rosexuality that our 
about sex. We teach 
ading. We reinforce this 
g our young boys that they must treat women as 
ir mothers or sisters, must act in no way that they 
act with their mothers or sisters, We have m 
purity of femininity, trying to instill in the young the notion that all 
women are frail, delicate, pure creatures, who must remain beyond human 
touch. These ideas are unhealthy for both boys and girls. They force the 
young male adolescent, who must make tentative moves toward girls, to 


ade a fetish of the 


be guilty about the way he feels, 
secret. They may impel him to seek : e women who 
clearly have denied their purity. The girl feels that she has sinned if she 
enjoys the first tentative Outreaches of her young male friend, Such 
thoughts, feelings, and actions can only stand in the way of healthy 
heterosexual development, 

On the other hand, m 


any girls are taught that all men are depraved, 
that their only thought is t 


9 conquer the female sexually, Many girls when 
being admonished by mother before going on a date have protested, “But 
don’t you trust me, mother?”. The typical reply to this query is, “I trust 


17 Robert Lindner, Must You Conform? (New 


York: Rineha a ' 
1956) inehart and Company, Inc., 
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you implicitly, dear, but no man can be trusted.” The implanting of such 
fears, if accepted by the young girl, stands in the way of healthy social 
relationships. She finds herself anticipating that all heterosexual relation- 
ships must be sexual relationships. Even today some middle-aged women 
can conceive of no female-male relationships other than in sexual terms. 
These teachings encourage attitudes between the sexes of a contest instead 
of complementary relationships. If the girl does not accept these attitudes 
of the culture, she is likely to feel guilty in rejecting her parents or feel 
that “It’s too bad mother is such an innocent.” The adolescent has a 
difficult time achieving both of these important developmental tasks 
unless wise adults see them as important to achieve. 

Perhaps a word should be said about the feelings which mother must 
control in herself as she watches another girl become the center of her 
son’s universe, or as father must when he sees his daughter turn to another 
man. This has to be accepted by parents and it is well to recognize the dis- 
placement that occurs with the acceptance. The daughter blooming into 
beautiful adulthood may subconsciously rival her mother. Unless mother 
can welcome this development, unhappy situations occur, perhaps per- 
manently damaging mother-daughter relationships. Mother may use many 
wiles to keep her son tied to her, to disparage the worth of other females. 
In so doing she stunts her boy. Father may react quite as violently to 
daughter’s boy friends—causing her to be uncertain about all men. Parents 
often find themselves in opposition to each other about the daily be- 
haviors of their adolescent children. While each may have logic-tight 
rationale for his attitudes, their subconscious wishes stem from their own 
feelings about each other and from their feelings about their children 


growing away from them. 


Accepting Values to Live By 


; The youngster's world expands significantly in a physical sense dur- 
ing this period of his life. Then, most boys and girls enter junior high 
School, which is a larger school that frequently serves a more hetero- 
Beneous population than the elementary school. Here the adolescent is 
introduced not only to an increased number of relationships but also to 
an increased complexity of relationships. He has less supervision. He is 
out later, His activities involve more decisions. His peers come from 
Many different value systems representing greater variety of social classes, 
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ligious groups, political affiliations, and individual differences that are 
reir E 
acceptable in a democratic culture. 

In this complex situation our young adolescent 


finds himself faced 
with decisions that are going to make 


differences in his entire life. For 
example, in many schools he has to choose whethe 
a member of an exclusive club 
decide to what extent and in wh 
and how 


r he is going to become 
and thus endorse exclusiveness; he has to 
at areas he is going to think independently, 
much he is willing to conform to the mores of the group; he has 
to decide to what extent he is willing to adhere to the st 
believes he has accepted for 


andards that he 
his own. He 
some values which 


has, in short, to begin to establish 
are uniquely his own that he feels he has to live by 
regardless of “what other people think." The *other people" who concern 
him are his p f the ostentatiousness of his 
he does care how they feel about his 
his gang feels. He is often in conflict with 
as a unique cluster of v. 


arents and his peers. In spite o 
revolt against parental authority, 
behavior. He also cares how 
both, for like each of us, he h 
in his daily living. 

The adolescent has reached the stage 
which he begins to see that rules were m 
That rules can be applie 


alues that he endorses 


in his value development in 
ade for man, not man for rules. 
n grow is a fairly new concept and 
difficulty accepting. The utterance that 
abbath, but the Sabbath for man" has 
e history of the world, We 
adolescents when the 


d to help me 
one that many adults find some 


"Man was not made for the S 
caused many heads to roll in th 
too impatient with young 


should not get 
apply this doctrine, 


y fail to comprehend and 


| 


x 
Roles of Adults Youm 


ay infer from this chapter 
that the 
in Lives 


authors counsel abandon- 
ing the young adolescents—letting 
of Young Adolescents them live their lives, make their mis- 
takes, and. take the 
Nothing could be f 
is needed by young adolescents, Adults play key roles with adolescents. 
First, adolescents need to feel that it is all right to resist their parents, 
and to question and doubt other adults. The myth of the infallibility of 
adults should be shattered. We trust it has been well-exposed before the 


onset of adolescence. Adolescents need to feel that parents accept their 


outward behavior 


consequences. 
arther from what 


behavior and can distinguish between the and its inner 
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meaning. They need to understand, too, just as they did in the middle 
years, that acceptance does not imply endorsement of behavior. It is just 
acceptance of what is, and probably must be, in our culture. 

We mentioned earlier the need for a sense of humor. The best defini- 
tion of humor is “the art of throwing perspective on a problem.” During 
this phase of growth all details are so "terribly urgent" as to prevent 
seeing any problem in its real proportions. Often the adult can focus the 
situation with a wink or jest. The use of humor must be an accepting one, 
not one that rejects or alienates. It may have a touch of the ludicrous which 
usually appeals to adolescents. Currently, adolescents call it “whammy.” 

Parents need to sit and talk and plan calmly with their adolescents, 
treating them as adults if they behave as adults, respecting their urges 
toward responsible adulthood, but being sure that the youngsters have the 
Security of knowing their parents are not going to run out on them or let 
them down. This implies some rather clear-cut lines of authority that are 
consistent, reasonable, just, understood, and mutually decided upon. 
Preventive planning avoids crises with adolescents just as surely as it 
avoids accidents with toddlers. 

Parents need to clarify their own feelings about each other. The 
emotional investment in a child is a factor that must be reckoned with. 
If adolescence can be a time when mom and pop grow closer together 
in their mutual recognition of the imminence of Mike's leaving the nest, 
they probably can see Mike and his needs more clearly. They are sure 
of their own needs. Such a clarification tends to minimize the hurts that 
come from having Mike turn to the young minister or the athletic coach 
instead of turning to his parents for advice and counsel. 


Role of the School 


The young adolescent is no scholar. He is too restless, too self- 
centered, too confused, to be a logical, reasonable human being. He 
expends too much of his energy in fantasies to focus for long on imposed 
tasks. He responds very poorly to traditional methods of teaching. He is 
always late, always procrastinating. 

The curriculum for the early adolescent has to take into account his 
feelings about himself and about adults. The physiological changes occur- 
Ting within him make it undesirable and impossible for him to be a steady. 
Concentrating student. The program, therefore, must be one in which his 

8 £ 
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new powers of decision-making are employed. He should have a en 
larger share in helping to plan the activities which are to comma his 
attention. If he does, the program will be far more active than it charac- 
teristically is today, more attention will be given to first-hand experiences, 
more small-group work will emerge, and the areas of biology, physiology, 
human relations, and psychology will be threads running throughout all 
the learnings. 

This is the time for the teacher to let the curriculum grow out of the 
personal concerns of the pupils. They are curious and studious in learning 
about their bodies, what is happening to them and why. This is an ex- 
cellent time to teach physiology, anatomy, and biology—if it is taught so 
that the pupils are aware that they are learning about themselves, are 
getting their questions answered—not just those in the textbook. 

This is an excellent time to ponder about hum 
come to some conclusions, History 
can be understood and 
taught as 


an motivation and 
and literature taught with this focus 


appreciated by the early adolescent, These subjects 
a recounting of something that happened long ago, cherished 
by our culture, with emphasis on d. 


ates and events, emperors, generals, 
and presidents remain dead and rejected by the pupils, 
The curriculum for the earl 


y adolescent must be focused directly on 
the fundamentals—by this we mean the fundamentals of the adolescent. 


These are: Why do I behave as I do? Why do I feel as I do? Do others 
feel like I do? This focus will hold young adolescents and lead them into 


profitable areas of learnings, A factual, logical presentation of content 
organized around subjects will leave the 


m cold and unresponsive. Those 
who respond to the te: 2 ay appear to be “good” students, 
but their intellectual curiosi y is being dulled rather than whetted. The 
trivia of form and sty 


le must wait until later years. Now is the time for 
an active curriculum, one with a fl 


air for the dramatic, the novel, the 
fresh approach. 


“Periods of intensive physical growth, whether in infan cy or ado- 
lescence, are times of rapid emotional growth as well, Because of the 


ying rapid changes, these are hazardous 
periods of the growth process,” 18 


reported Blos in his study of the 
adolescent personality which was requested by the Commission on Sec- 
ondary School Curriculum. At this hazardous period, the junior high 
Peter Blos, The Adolescent Personality (New York: Appleton-Century-Crofts, 
Inc., 1941), p. 276. 


stresses and strains accompan 
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school, the most generally accepted structure for this age, weakens the 
relational content of its program by fragmenting the school day into small 
bits, As a result few of the students know any of the others very well 
and the teacher has so many pupils pass in and out of his room in any 
day that he cannot possibly know any of them in any wholesome way. 

The curriculum for the early adolescent must be one that has as its 
first purpose the establishing of firm, strong, friendly bonds between some 
knowing and well-qualified adults and a group of boys and girls who are 
searching for adults whom they can trust, with whom they can talk, with 
whom they feel comfortable in revealing themselves, and in being them- 
selves. The UNESCO Conference, referred to on page 316, states in dis- 
cussing problems of secondary education: 


. A school system which leaves the child unaided in an impersonal 
world of specialists is, at best, not assisting healthy social, emotional 
and intellectual growth; at worst it is contributing to the incoherence of 


view which marks many young people. 


.. The first charge on his (the major teacher’s) time and energy should 
be that of getting intimately to know each of his pupils and building up 
between himself and them an atmosphere of trust and confidence. He 
should be the principal contact between the school and the parents. . . - 
For all general matters affecting the child's life at school he alone should be 
responsible and should, as it were, occupy a half-way position between the 
adult friend and the aloof pedagogue. It is to such a person that the child 
should naturally turn when he finds himself in difficulties whether in his 


work or in his general life.'? 


This is the considered opinion of sixty experts from twenty different 
countries. Perhaps it would be wise to give our thoughtful attention to 
their counsel, 


Suggestions for Further Exploration 


> 
i Select five twelve-year-old boys and five twelve-year-old girls (thirteen or 
eleven will do just as well). Make two kinds of studies of them: 
Compare the boys with the girls and then compare each of the five boys 
with the remainder of the boys. Do the same for the girls. As you make 
your comparisons note: height, weight, body proportions, rate of growth 
— 
fer 19 W. D. Wall, Education and Mental Health, Report Based on European Con- 
e Called by UNESCO, November-December 1952 (New York: Columbia Uni- 
ersity Press, 1955), pp. 184-185. 
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during past six months, voice quality, muscle tone, interests, activities, 
size of feet. 


Discuss your findings with your classmates. 


> Interview the mothers of five seventh or eighth graders. See if you can 
discover their major concerns about their adolescent voungsters. What are 
points of conflict? How do the mothers show understanding or lack of it? How 
would you write the section "Adult Perce 


ptions of Adolescents" if you were 
writing this book? 


> Talk with a few junior-high-school teachers. Find out the major sources of 
conflict between teacher and pupils. Did the teachers show awareness of 
adolescent developmental tasks? If so, how? If not, explain. Write a para- 
graph stating your feelings about teaching in junior high school. 

> Read a physiology book on changes occurring during pubescence. 
> Attend a couple of mixed social affairs of junior-high-school youngsters. Tot 
down the tentative outreaches toward heterosexuality you observe. Discuss 
with your classmates. 


> Talk with the individual you are studying and see how the content of this 
chapter applies or fails to apply to him—if he is as old as early adolescence. Add 
to your profile after your conversation with him. 

> Some films depicting the early adolescent 


The Teens (Ages and Stages Series), 28 min., sound, National Film Board of 
Canada. 


The film deals with earlier and later adolescence. The frantic life of the 


family which has several teen-agers is vividly portrayed. The parents’ roles 
in guiding the teen-ager are stressed, 


are as follows: 


High Wall, 32 min., sound, Anti-Def. 


The effects of rearing upon prejudice and the consequences of encouraging 
young children to hate is shown in realistic terms in this film. 


Physical Aspects of Puberty (Adolescent Development Series), 19 min., sound, 
McGraw-Hill Book Company, Inc. 


This film shows the physiological developments that occur during puberty. 
This process of growth is shown for the boy and for the girl and some 
of the usual growth problems, such as the underdeveloped boy, the fast- 
growing girl are dealt with. 


amation League, 


I5 


The 
Adolescent- 
Young Adult 


H. body was rearrang- 
ing itself toward manhood, and he was 
shaken by the veering winds of ado- 
lescence. One moment he was dedi- 
cated and pure and devoted; the next 
he wallowed in filth; and the next he 
groveled in shame and emerged re- 
dedicated. 


Even when I was a fairly preco- 
cious young man the nothingness of 
the hopes and strivings which chases 
most men relentlessly through life came 
to my consciousness with considerable 


1 John Steinbeck, East of Eden, 
(New York: Viking Press, 953), p. 450. 
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vitality. Moreover I soon discovered the crueltv of that chase, which in 
those years was much more cleverly covered up by hypocrisy and glittering 
words than is the case today ...the consequence was a positive fanatic 
(orgy) of free thinking coupled with the impression that vouth is inten- 
tionally being deceived by the State through lies; it was a crushing im- 
pression.? 


These paragraphs show in part the extreme range of perceptions and 
concerns to be found among normal near-adults, For most individuals the 
years between fifteen and eighteen are ones in which giant steps are 
taken toward integrating the adult roles that the early adolescent struggles 
80 hard to secure and tries on in many guises. The older adolescent is still 
working on the developmental tasks of establ 
from his childhood home and achiev 
adolescence has been wholesomely 


ishing his independence 
ing his heterosexuality. If his early 
lived, he has developed the abilities 
and understandings necessary to achieve these tasks, In this chapter we 
describe the later adolescent, analyze his efforts toward becoming adult, 


comment on secondary schools, and discuss some of the problems peculiar 
to adolescence in our culture at this time. 


Physical Growth š During ihesa aes te oe 
vidual attains, or comes close to at- 
taining, his maximum growth. He 

. May continue to gain weight, but 
he probably has his full height. He has to integrate the functioning of his 


adult body. He has to learn to accept himself in whatever shape and size 


he has become. The young man must learn what to do with his new 


height, his added powers; the young woman must learn how to manage 
her greater charm and more seductive shape. 

Older adolescents are highly aware of their bodies and some are 
hypersensitive about them. They are inclined to fear that th 
measure up to the basic criteria of m 


on a girl’s cheek may loom so large 


ey do not 
aleness or femaleness. A small mole 


in her view of herself that she sees 
it as a barrier between herself and the attainment of her femininity. Girls 


tend to worry about their figures, the size of their feet, their hairlines, the 
amount of hair on their faces and arms, and all slight blemishes of skin. 


2 Paul Schilpp, ed., Albert Einstein: 


Fhilosopher-Scientist (New York: Tudor 
Publishing Company, 1951), pp. 3-5. 
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They resent, often reject, the wearing of needed glasses. A shapely figure, 
dainty feet, smooth and flawless skin, shining eyes, a distinct hairline are 
to the girls symbols of beauty, grace, and charm. These assets must be 
achieved to make her desirable to the male. 

Boys are concerned with size, strength, skill, and daring. In our cul- 
ture these are symbols of manliness. The boy tends to wrestle, joust, take a 
great variety of perilous chances to find out how he measures up to his 
own standards and to those of his peers. He wants to know where he 
stands in muscle development, dexterity, stamina, virility. He is especially, 
and secretly, concerned about the size and adequacy of his sex organs, 
anxious lest they be considered inferior to a man’s potential. 

One of the more unhealthy developments in secondary and higher 
education is the disproportionate adulation accorded through interscho- 
lastic athletics to the unusually strong, tall, dexterous boy. In many schools 
he is sharply trained in otherwise useless skills to be used for the amuse- 
ment and diversion of the adult population. More and more he is be- 
coming a gaming-piece for gamblers. Only the most mature boys who 
i > high degree of perspective can escape developing a lopsided 

iew of themselves, which may plague them the remainder of their days. 
= trust that the time is not far of when the games originally intended 

` young people to play for fun will be returned to the youngsters to be 
enjoyed. We have no evidence that striving for championships, for praise 
in the press, for all-star selections builds health or character. 

. Concern for physical adequacy, to say nothing of superiority, tends to 
give the adolescent gnawing feelings of unworthiness. He tends to with- 
draw, to hide, or to compensate by exaggerated display of bravado, 
boastfulness, extravagant physical activity. This kind of behavior is more 
acceptable in boys than in girls, and offers a more healthful means of dis- 
posing of anxiety than is available to girls. Boys are disposed to joke about 
themselves, to tell exaggerated stories about themselves and their friends, 
and to boast about somebody they know who.... 

Girls do not develop the same degree of openness displayed by boys. 
They are inclined to be excessively modest. They are more likely to with- 
draw into daydreams and fantasies and to join fan-clubs that indulge in 
Mass devotion to the currently popular "glamour boy." They tend to dis- 
play disdain for femininity by bizarre dress, to experiment with make-up, 
exaggerated hair-do's and costumes in order to divert attention from 
lamented and often imagined shortcomings in their features and shapes. 
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Most of the older adolescents 
have learned to accept the adults in 
their lives and to understand that 
they may not be old-fashioned 
“sour-pusses” after all. If the young 
person has been allowed to grow 
without undue restraint, he has begun to assume adult roles and to be 
comfortable in them. Tilly can afford now and then to ask mother’s advice 
about which dress to wear or how to handle an ardent boy on a date; Tom 


can be quite chummy with Dad about the first time Dad wore a tuxedo. 
With the slowing down of grow 


is and is to be, the 


Achieving 
Independence 


from Home 


th and a fuller acceptance of himself as he 
adolescent feels less necessity to assert his independ- 
ence in extravagant forms. He is able, now that he h 
of his growth, to consider other people 
process, however, 


as integrated some 
's feelings and needs. In this 
many mutual understandings have to be hammered out 
between the younger and older adults of a family. Frequently the oldest 
child has to bear the brunt of being a trail-blazer for younger brothers and 


sisters in developing relationships that are satisfying both to parents and 
their offspring. 


Choice of Friends 


tween parents and their adolescent 
of friends, especially friends of the other 
inclined to expect their offspring to choose 
Social class or higher. Since 
friends at this age suggests possible m 
over-concerned. Parents from olde 
tective of their young girls than i 


One of the areas of conflict be 
youngsters has to do with choice 
sex. Middle-class parents are 
their friends from the same junior's choice of 
arriage, parents are disposed to be 
r cultures are inclined to be more pro- 
$ customary in American culture. This 


generations as friendships are formed and 
new ways are adopted. Problems facing adolescents 


to do with hours to be home after dates 


results in conflict between the 


and their parents have 
» appropriate places to go on dates 
of dates. We recommend the play, High 


Pressure Area,” as a perceptive presentation of the problems that cluster 
about dating. 


or after dates, and frequency 


Since dating is a symbol of one's desirability and the adolescent must 
Nora Stirling. High Pressure Area (New York: The National Committee for 
Mental Hygiene. Inc.. 1949). 
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feel himself desirable, the problems that are related to dating are fraught 
with tense and intense emotions. Rare is the adolescent who sees eye-to- 
eye with his parents about these matters. As he matures, becomes more 
sure of himself, he has less tendency to overact or exaggerate the impor- 
tance of his position. If he has learned to perceive himself in a more nearly 
adult role, his approach will be less defensive; he will be able to talk through 
some of the problems and the likely consequences of the decisions he 
must make. If he perceives that his parents cannot see him as anything 
but a child, he is henceforth likely to go his own way without consulting 
them. If a girl is denied the right to go with a certain boy, for example, 
she may meet him at a friend's house, at the drugstore, or at the party. 

Many parents are dismayed at the lack of communication between 
themselves and their teen-agers. The need of the older adolescent to be 
considered as a peer of parents who express an equalitarian attitude ex- 
plains much of this lack of communication. Communication is an urgent 
necessity to the adolescent, yet he has so many confused feelings that he 
finds it difficult to express himself. If he finds that his parents cannot help 
him put his feelings into words or are judgmental in their relationships 
with him, he goes elsewhere to express what he has on his mind and in 
his heart. He has to talk to someone. Sad is the comment heard so often, 

I couldn't tell my mother." 

The play Blue Denim * has a line that expresses the feelings many 
adolescents have about their parents. The fifteen-year-old boy tells his pal 
that he has the feeling that every time his mother looks at him she is see- 
ing “pink ribbons." Needless to say, his efforts to discuss with her the 
Serious problem of his paternity of an unborn child are futile. Her first 
remark to him, regardless of what he has on his mind, is, “Take off that 


dirty ẹ " Bagi . S - 
lirty sweatshirt. You've been wearing it all week. 


Use of Car 


Another problem area is the use of the family car. We live in a 
Motorized age. The centralized high schools that are becoming more and 
more the pattern of secondary education are far from the homes of most 
of the students, Most states issue drivers’ licenses at age sixteen or later. 


Tf the family has only one car, society has created a ready-made problem: 
— 2 ) 4 * 


James Leo Herlihy and William Noble, 
House; 1958). | 


Blue Denim (New York: Random 
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“Who is to use the car tonight?" If Mac has been enterprising and lucky 
enough to purchase a jalopy for his own use, the area of conflict may be 
more extreme. Mac's inclination, supported and encouraged by the adult 
culture is to "soup up" his jalopy, to make a hot rod of it. Some parents 
look upon this activity as next door to delinquency. Mac's interpretation 
of his parents' opposition is, "They treat me like a baby. It's all right for 
the ‘Big Three’ to make motors of 400 horsepower, but I’m not trusted 
ans, he tends to live up to the 


with 100 horsepower.” Since, like all hum 
; Mae often begins to act like his 


perceptions that others have of him 
parents have inferred to him they expect him to act—delinquent. If in his 


adolescent culture there is a pull for Mac to join 
parents' anticipations certainly make it easier for Mac to answer the call. 

If parents were to start from the premise that motorization is a funda- 
mental part of the older adolescent's life, th 
have to be wholly dependent on his p 
believe a balance of concern and nece 
sense of rejection that comes from a 
ences not that his parents 


a delinquent gang, his 


at the youngster should not 
arents driving him to and from, we 
ssity could be achieved without the 
contest, Mac takes out of his experi- 
are concerned about him, but that they don’t 
trust him. Lack of trust means rejection, and rejection justifies defiance of 
the restraints imposed by those who reject. This is not a simple problem for 
parents who have outgrown their eagerness to take chances, who must 


pay bills for damages, and who must stand between their children and the 
demands of the law, The teacher is faced with a dilemma—he knows that 


“boys will be boys,” but he knows too that the public is urgently demand- 
ing more discipline and regimentation in the schools, 


Money 
A third conflict area, mentioned briefly in the last ch. 
The expense of the last three years in most high scho, 
More and more emphasis is placed upon competitive 
formal, expensive social affairs; extravagant social 
after dances and parties. Consider some 
high-school youngster has. You probabl 
your own high-school days. There is an 
to standard extracurricular aff. 


apter, is money. 
ols is excessive. 
athletic events; big, 
amenities before and 
of the expenses that an average 
y recall them all too well from 
activity ticket to admit the student 


airs that may cost as much as forty dollars; 
special clothing for special events—formal dress, dress for physical educa- 


tion classes, dress for glee club, the choir, cheer leaders’ uniforms; con- 
tributions to innumerable drives; corsages for formal dances; treats after 
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the social affairs-food and drink; books; transportation to and from 
school; special trips to watch the athletic teams play; the senior trip. In 
one school in a low economic area of a large city, the annual cost for 
ordinary school affairs averages $100 a year. In suburban schools, the 
costs are often three or four times this amount. These figures do not in- 
clude cost of clothing and dating. 

Many families just do not have the money that is required for Marge 
or Bill to be "one of the crowd" in a high school today. Some youngsters 
earn their own money by part-time jobs. but there are not enough avail- 
able jobs to go around. So much of the adolescent's sense of well-being 


depends upon his being in the stream of the social activities that he is 
willing to put up a vigorous fight for money to make this possible. Con- 
cern for money gets out of proportion to other values because prestige is 
Es Stake. The high school has a responsibility, it seems to us, to re-examine 
its purposes and to analyze its social structure realistically. We must ask 
ourselves what we do by allowing a large number of students to be re- 
jected by the social structure because of financial inability to participate 
in it. By sponsoring a large number of expensive affairs, the high school 
solidifies social-class status lines and contributes immeasurably to the 
Stresses and strains of family life. These strains are felt not only during the 


adolescent years. Many mothers accept jobs in order to stretch the family 
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income to meet the needs of their adolescents, thus limiting their relation- 
ships with the younger children of the family, 

We hypothesize that as many dropouts in high school are related to 
social-emotional factors experienced by the dropouts as by their lack of 
academic achievement. To isolate these factors is difficult. We do know 
that social relationships in school are of first importance to the student 
himself. If his feelings about his place in the 
he is likely to have difficulty achieving acade 
that his lack of money may be a crucial f. 


social structure are negative, 
mically, It seems quite likely 
actor in his failure to be an ac- 
cepted member of the social structure. We believe that the 


school might 
wisely diminish the need for money in its program 


and its activities. 


The fifteen-to-eighteen-year-old 
en has developed rather specific per- 
ceptions of sex roles. These were 
discussed in the preceding chapter. 


He has had meager opportunities 
to play out these roles in adult ways. The older adolescent years are given 


over to projecting the sex roles one expects to assume as an adult. The 
boy for the first time becomes more interested in social activities than 
in sports. The high-school youngster begins to look upon himself not as a 
child but as a future wife, husband, parent, job-holder, and member of a 
community with civic responsibilities and opportunities. The hang-out— 
whether it be a candy store, the corner drugstore, the filling station, the 
girl’s bedroom, or the rumpus room—become 

roles and perceptions are projected. The 
corner, watching all the girls go by” c 
We recall from our own youth that 


Heterosexuality 


s the hub from which many 
song that goes “Standing on the 
atches the spirit of the hang-out. 
adults feared the pool hall would lure 
young lads away from their righteous upbringing. Winning a turkey, the 
prize for high score in bowling, created quite a dilemma to the sixteen- 
year-old who dared not take it home and announce how he had secured 
it. The cellar clubs that have developed in some cities are 


in many respects 
the modern counterpart of the pool hall of 


a former generation. 


cc Ks * 
Pairing Off 
From the heterosexual activities of early adolescence emerges "pair- 
ing off.” This is followed by "going steady," which is the custom these 
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days. Soon thereafter arises the question of "to pet or not to pet?" or 
perhaps it would be more accurate to say "How much to pet?" The cur- 
rent peer code determines the behavior that can be expected from the two 
members of a pair. The peer code today places more value on a non- 
competitive climate and rigid forms, once pairing occurs, than was true 
à decade or two ago. When the authors were young, the girl's goal was to 
get her dance card filled with as many interesting male dancers as she 
could attract. Certain dances were reserved for the girl's date; the re- 
mainder were available to the bidding of those who wished to dance with 
her. Today a couple go to a dance together, only occasionally trading 
partners with another couple of good friends. Today a girl and boy “go 
steady,” even if it is for a week only. During that time, however, the girl 
or boy is not shopping around for other possibilities. The pattern of dating 
Seems to have moved away from fluidity toward more rigidly conceived 
forms and rituals that require that one affair be ended before another one 
begins. What the explanation of this phenomenon is, we do not know. 
The places one goes on dates, the hours one keeps, the amount and kind 
petting are all rather clearly understood by the members of one’s social 
8 "Hp. Adults know little of the actual details of the peer code. We live 
vs pa ail culture-adolescents and adults alike. Many wives expect 

accompany their husbands on business trips. The stag party is now 
quite rare, 

. Much of the energy of the older adolescent is expended in making 
himself acceptable to the opposite sex. The individual who is left out of 
dating, who doesn't have a date for Saturday night, is indeed desolate. 
Tremendous anxiety is experienced about doing the wrong thing. This 
results in considerable moodiness during these years. It seems to the ado- 
lescent that one mistake may be fatal to his status in the group. Which is 
tke right fork to use for salad? Will I have enough money to pay the 
Supper check? How do I find out what color corsage she wants? What do 
l say to her parents? Shall I let him kiss me goodnight? How do I intro- 
duce him to my parents? Shall 1 invite him in after the party? How can I 
Suggest a Dutch treat? How can I find out if he really wants to g0 to this 
movie? 

r culture has shifted to a freer, more equali- 
are not as rigidly 
next. When does a girl treat her 
another 


Since woman’s place in ou 
tarian state, this anxiety is compounded, for the rituals 
Observed and vary from one group to the 
date as if she were his guest and when does he treat her as just 
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one of the crowd? When is a Dutch treat permissible in this peer € 
and when isn't it? When is it permissible to use her car and when isn't x. 
This phase of our culture is particularly troublesome to first- and ps 
generation Americans who have been reared in homes where the mar 
sies between men and women are rigid and unbreakable. Today in New 
York, for example, many Puerto Rican adolescents can hardly bear to 
participate in Dutch treats. As the adolescent adds to his experiences, * 
gains more sureness in his relationships. The ability to establish successfu 
relationships with individuals in various situations, w 
different mores and traditions, is another one of the lifelong tasks that 
confronts a human. As the adolescent moves out of his home into a college 
setting (as many of you probably remember vividly) or a work situation, 
he is faced with another batch of anxieties that entail his feeling out the 
acceptable patterns of the new situation. 
At no time are these anxieties as intense 
cence; one of the major reasons for 


hich are affected by 


as they are during adoles- 


this is the quality of the social struc- 
ture itself. The adolescent culture is composed of a number of groups to 


which individuals belong. The athletes and their satellites may comprise 
one group. Sometimes they have the highest st 

"big wheels." In another school the "big wheels" may be the all-around 
students who are leaders in dramatics, music, school politics. The intel- 
lectuals, frequently called the “brains” or more recently the “egg heads 


comprise another group. Some groups cohere because they are left out: 
Members of minority groups of 


ten come together from such a motive. If 
they are pushed around too much, they may become known as the trouble- 
makers of the school. Nearly all adolescents are striving to belong to the 
groups carrying high prestige value; this means that each must watch his 
step carefully, We know of one school in which the girls begin to get 
their social lives completely organized as freshmen in order to qualify 
for the status organization in their Senior year. To complicate the ado- 
lescent's problem, status changes rapidly in the adolescent culture. Tryon 
discovered in studying 200 


children from fifth to twelfth grade that not 
one individual “managed to Maintain top status in the group throughout 
the period; many individuals 


: 1 a 
experienced marked changes in status pos 
tions.” ° 


atus and are known as the 


5 Caroline Tryon, “The Adolescent Peer Culture,” 
book, Part I (Chicago: Nation 


s Adolescence, Forty-Third Year- 
al Society for the Stud 


y of Education, 1944), P. 299. 
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Validity of. Deceitfulness? 


One aspect of heterosexual relations that our culture promotes is that 
of the acceptance of the validity of deceitfulness. Much of what the ado- 
lescent absorbs from his environment is: How can I keep him or her from 
finding me out? How can I hide my real self? This, we dare say, accounts 
in part for the high divorce rate. Let's examine this phenomenon. If an 
individual must hide himself, must appear to be what he isn't, he is deny- 
ing the worth of what he really is. This is an unhealthy attitude and leads 
to serious doubts about the possibility of establishing reciprocal relation- 
Ships that can be mutually respected. On a superficial level, we find 
numerous appeals to deceitfulness in advertising. An examination of one 
teen-age magazine reveals these appeals: 


Color your hair. Glorifies your hair with glamorous color highlights or adds 
thrilling new color. 

Exotic look comes from sun-lit hair, splendidly artificial. 

Reshape your bosom with a new twenties-ish bra. 

Consider a major change, a new nose, say, or capped teeth, a new neat 
hairline via electrolysis. 

Try false nails, if vours are stubby. 

Change your shape, if you need to. 

Change the color of your eyes. It's possible with tinted contact lenses. 

De-ceit-ful: foundation controls trimness in tummy, waist and hips, builds 


in a bustle. 
Now. .. extra high uplift. 


These are only a few of the appeals made to young girls to be something 
Which they are not. These appeals permeate our society. They function 
not only in areas of appearance but also in areas of social-class status. 
‘Men of distinction... Woman of taste... Known by the company it 
keeps." We are inclined to smile, but maybe it is time to ask ourselves 
how much these appeals get inside us and have an influence on our values. 

The acceptance of the validity of deceitfulness functions on deeper 
levels also. Much has been written during the past few years about the 
conformity of youth. An appropriate question seems to be: Conformity 
to what? Obviously, the youngsters are conforming to the values they 
Sense in our adult culture. Sham is one of those values. Acceptance of 
Sham is so interwoven with all we do and say that we are hardly aware of 
it. One area in which this value functions is in feelings about people. 
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Many high-school youngsters feel that they must appear Ns "ns to Pid 
like, approve or disapprove, of certain people because this is what thc 
“crowd” does. They are so concerned with watching the crowd that 1 
forget the crowd is watching them. Listen to this senior who was iios 
what he thought about the student who doesn't go along with the crowd. 
His reply was: 


If I were talking to the “crowd” I would call him a “fag” because he is 
different; but I really envy a person who has the ambition to do things 
differently and not lead the same dull life every day of the year. Let's face 
it. The rest of us are in a rut and they are not. 


The sad fact is that this fellow cannot “face it” 
pretends to like activities that he doesn’t like. For inst 
“There are only one or two places where it is 
movies and dancing. To go bowling or to 
a sin.” One pretends to want to go to college whether he is interested in 
advanced study or not. As one boy said, “People who don’t want to go to 
college are sometimes forced to take preparatory courses because of social 
pressure. Many times the person would rather work with his hands, but 
he doesn’t say so because he dare not risk the 

This lack of genuineness in many of the 
in high school and later in college carrie 
sible a generation that responds to the 
The Hidden Persuaders. The olde 
can convince the “crowd” that he 
rather than realizing himself—his 
cause of this he sometimes f 
human being who is 
life's work, mating 


with his peers. He 
ance, one boy said, 
all right to go on a date— 
a ball game would be considered 


opinions of his crowd." 
social relationships developed 
s over to adult life, making pos- 
kind of motivation described in 
r adolescent is busy contriving how he 
likes what the crowd says he should like 
own needs, interests, and feelings. Be- 
ails to discover and value himself as a real 
about to face many major issues of life—finding a 
and becoming a parent. The task of knowing “who 
am I?" is, of course, a lifelong quest. The waste results from the false 
feelings and premises that are developed during the years that count for 
so much in shaping permanent attitudes, If one's goal is to date the most 
popular girl, one may find himself married to the most popular girl, who 
is a total stranger once the sham is exposed. We discuss this as a part of 
heterosexual relationships be 


cause so much emphasis in our culture is 
placed on fooling the opposite sex. 


5 Vance Packard. The Hidden Persuaders (New York: David McKay Company> 
1957. New York: Pocket Books, Inc., 1958). 
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In developing heterosexual relationships. the school serves as a social 
laboratory in which these relationships are tried out and solidified. The 
curriculum that is recognized by a board of education and a teaching 
staff may be history, English, science, and mathematics. The curriculum 
that the youngsters are committed wholeheartedly to learning is how to 
carry on their social relationships with a maximum of satisfaction. They 
converse before and after school, as they pass from room to room, at 
lunch, not about the Russian Revolution but about who is asking whom 
to the dance, what the gang is going to do tonight, how to earn ten bucks 
to pay for Rachels corsage and treats after the dance, who is going 
steady with whom, and where can a fellow get the best deal on a hot rod? 
The school staff that understands this social structure and takes it into 
account has more opportunities to relate in meaningful ways to adoles- 
cents. Note the next chapter on "Study of Group Situations." 

The replies of several different groups of teen-agers indicate an urgent 
need for teachers to be more aware of the problems adolescents face. One 
group of teen-agers was asked to reply to the question: *Do young people 
feel that teachers know how to deal with them?" The youngsters responses 
Varied, but a strong thread similar to this response ran throughout: 


No, to a certain degree no . . . because there's only a very small fraction 
of the teachers who we really do like and appreciate and want to learn from. 
The other teachers—either feel that they aren't teaching us enough or that 
they don't know how to teach. I think they are trying awfully hard. They 
want to, but about all they can do in 45 minutes is just try to get the work 
covered, and thev don't have time for any, oh, specific personal problems. 
You can't really get to know the teacher as a person. They're just someone 


put at the head of the class to be in authority. 


ma Survey of one city school 57 per cent of a group of high-school students 
responded that they liked teachers who took time to talk with them and 
taught well; about the same percentage indicated that they disliked 
teachers who yelled at them and talked too much.* 

Gordon's study of The Social System of the High School * is one that 
We recommend for secondary-school teachers. He poses the hypothesis 
that “the dominant motivation of the high school student is to achieve 


— 


7 Mary Beauchamp, Building Neighborliness (New York: Center for Human Re- 
ations and Community Studies, New York University, 1958). I Phe 
^ C. Wayne Gordon, The Social System of the High School (Glencoe, Il.: 


Free Press, 1957), pp. 1-25. 
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and maintain a general social status within the organization of the school." 
The roles he accepts are consistent with his perceptions of the demands 
of the social structure and of his relative standing in the social system. 
For example, if he perceives that he is likely to be labeled a "brain" if he 
answers too many questions in science, he modifies his participation to 
be consistent with the peer code relative to “brains,” Gordon found, for 
instance, that "grade achievement was least significantly related to general 
status,” and that the “prestige values of the informal sphere were found 
to be friendships, dress, grade-level, clique incorporation, dating, and 
morally approved behavior. Money, leisure, car, and kindred possessions 
were highly relevant.“ With this in mind, listen to the statements of a 
few high-school seniors relative to these factors. These statements are 
from an upper-middle class suburban community. 


I usually conform to everyone’s ideas of what girls I should take out, 
whether I think they’re right or wrong. The biggest problem here is drink- 
ing and also smoking. People have taken up drinking to conform with those 
about them. Smoking by the girls is purely something started in order to 
conform with the gang. Going steady is in some cases a result of conforming, 
too. This is proved by how short a time (sometimes only a week) some 
people go steady. lá 


If a girl doesn't have a certain amount of new clothes each year and 
isn't able to show off a certain amount of cashmere sweaters, she is not in 


with the crowd." The majority of girls are in with a clique. Within this 
group each girl conforms with the rest. 


As far as dating Eoes, we all have different hours, but they are in the 
same vicinity. This is usually about 1:00 for movie dates and 2:00 or 2:30 
for dances and the like, I guess one reason for the kids’ drinking is to go 
along with everyone else. 


It is true that unless you behave somewhat as your group, you will not 
be accepted. Anyone who deviates from the ordinary format is thought of 
as an "odd ball" and is more often than not rejected by his classmates. 

It rules the way I dress, the kids I hang around with, the parties I go to. 
I think that conformity rules most of the daily lives in our high school. 1 
would like to give an example of a high-school dance, About a week before 
the dance you'll find what to wear is usually the center of attraction. I know 
if one girl decides to wear a sheath, other girls will abruptly change their 
minds, if they planned to wear full dresses, p 


immediately to a sheath. P. S. I 
think it's awful that women don't have any backbone, 


9 Ibid. 
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The youngsters who wrote these anonymous statements were asked 
to state how they felt about the social situation (with all its implied con- 
formity ) in their school. The following are representative of the replies 


that were received: 


I don’t particularly like it, and I think in the senior year kids start to 
break away from the crowd. However, since no one wishes to be left alone, 
especially me, there is no one who is brave enough to try and change things. 
I, for one, don't think it's worth the time and energy. 


There would be twice as much creative acting, thinking, and even dress 


if the amount of conformity was cut down on considerably. 


I do not respect those who don't conform just for the sake of not con- 
forming. I do respect those who don't conform to the bad standards that 


have been set. 


I have always felt that a certain amount of non-conformists are abso- 
lutely necessary in any field just to keep society on its toes but I feel 
that I get more accomplished if I don’t consciously try to be one of them. 


may be looked down 


I think conformity is a good thing although it 
here friend- 


upon by some because it leads to a more tightly knit group W 
Ships flourish. 


I feel it doesn't make any difference to what extent a person conforms 


so long as he is honest with himself and happy in what he is doing. 


I feel sorry for the people who do not follow the set patterns. The usual 
reason is financial or self-expression. We conform because we want to, not 
because we are forced. I would never wear some of the odd clothes those 
So-called artistic people wear. 

Those who don’t conform are for the most part fags or actors. They 
Could be popular if they wanted to, but most of them think they're exotic 
or sophisticated or something else. Most of them think they're superior. I 
am more than sure that all the conformists have a lot more fun than those 
Who don't conform. 


We could go on. These excerpts give a vivid picture of how powerful 


the social structure of the school is and how its activities revolve around 


heterosexual development. What this means to the adolescent as he seeks 
to declare his independence from home and how the school needs to 
recognize these developmental tasks is discussed at the end of this chapter. 
It seems to us that many adolescents do not grow out of their consuming 


Concern about “what other people think.” As one reads The Organization 
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F i e str a re a H Td as been 
Man,” one has the feeling that the structure of the high school h is be 4 
transplanted to the business firm and is functioning with a similar scale 
of values and motivations. We have much to do in helping adolescents 
evaluate their responses to their social structure, 


Rare is the adolescent today 
who achieves economic independ- 
ence. The percentage who achieve 
it immediately after high-school 
graduation becomes smaller cach 
year, although adolescents do look 
forward to it and take some active steps toward readying themselves for 
jobs in which they feel some competency and interest. Thoughts about 
"what they want to be" consume a considerable part of their time, Today 
this is true of almost as many girls as boys. 

The adolescent requires careful adult guidance with this develop- 
mental task. Too often he does not get the kind of help that he can use, 
for we have failed to incorporate this task into the secondary curriculum 
in any meaningful way, Sometimes he cannot use the help that is avail- 
able to him because of adult pressures. If father has decided that Tim 
must follow in his footsteps and become a lawyer, doctor, or merchant, 
while Tim has other plans, he is “really on the spot.” Suppose he has the 
ability but not the interest. His refusal to comply with dad’s expectations 
is interpreted by dad as rejection. In his hostility toward his son, dad may 
cut off opportunities for any further education, Tim may receive an 
ultimatum—business administration, or nothing! Far more likely, Tim will 
be subjected to innumerable subtle pressure i 
fact that it is his filial duty to carry on the family business as well as the 
family name. If he fails to do so, he may suffer guilt, which he carries 
without knowing its source and without receiving any help in understand- 
ing it. If he capitulates to his father's Wishes, he may do so at the cost of 
the development of his own uniqueness, He is likely either to overcom- 
pensate and become a stickler for every little det 
kept as father now has it or to adjust to the 
college or even high school. Of Course, 
likes the work once he gets into it. 


Achieving Means 
for Economic 


Independence 


S inducing him to accept the 


ail of the business being 
situation by flunking out of 
he may discover, too, that he really 


"Wi. H. Whyte, Jr., The Organiz 


ation: Man (Garden City, New York: Double- 
day Anchor Books, 1956). 
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Suppose Tim is willing but really lacks the ability to follow in his 
father's footsteps? His dad is so informed by the school. He finds it hard 
to hear the words, let alone to accept the facts. He is more likely to blame 
the school for his son's lack of success, thus making it easier for Tim to 
continue deceiving himself. He may try "influence" to get Tim accepted 
in a college; he may have Tim change schools. If Tim cooperates with 
his father in these endeavors, he may find himself trained to be a second- 
rate doctor, lawyer, financier. He is faced with living life in an uneasy feel- 
ing of incompetency on the job. In addition, society is forced to put up 
with his second-rateness. His sense of inadequacy spills over into other 
areas of living and affects the kind of human being he is becoming. 

What about the youngster who is not going on to college because he 
lacks money? First, we must say that in our opinion, it makes no sense for 
the richest country in the world to spend millions for defense and pennies 
for education, to utter sanctimonious words about the need for educated 
Manpower and to refuse to appropriate funds to make that manpower 
available. The nation is still failing to educate at least ten per cent of 
the adolescent population who are able to do college work but cannot 
afford a college education, in spite of the fact that this condition was 
called to the public’s attention in 1946 by the book, Who Shall Be Edu- 
cated? 1! The alarming number who are shortchanged by quota systems, 
Segregated schools, poorly staffed schools, double sessions, and inadequate 
facilities is a matter for serious conjecture. Nor can the problem be totally 
solved by a system of tuition scholarships. A student has to participate in 
the whole life of the college community if he is to develop fully. This takes 
Money these days. 

What of tHe youngsters who are not capable of continuing their edu- 
cation or who do not wish to go to college? What is the secondary school 
doing to help them achieve economic independence? In a comprehensive 
Way, very little! Some city schools have guidance counselors who try to 
Ocate employment opportunities. Their student load is rarely less than 
from 600 to 900 individuals. Many schools lack even this token of help. 
Each spring as we graduate thousands of young people, we literally say 
to them, “It is a tough job market you are facing. Now it is up to you! 
Usually they apply for work to someone they know. Then their jobs are 
and M. B. Loeb, Who Shall Be Educated? 


W. L. Warner avishurst 
i L. Warner, R. J. Havighurst. 
(New York: Harper and Brothers, 1946). 


only accidentally related to their competencies 
and interests. Many get into blind-alley jobs or 
spend their lives floating from one job to the 
next. Many get work that uses only a fraction 
of their capabilities. They settle down into 
these jobs to become robots; they have little 
initiative to seek better jobs because the eco- 
nomic system is too complicated for one person 
to fathom by himself. They feel helpless and 
unsuccessful. A few become so resentful as to 
take out their resentments in behavior that so- 
ciety terms delinquent. We often wryly reflect, 
“Who is being delinquent?” This situation exists 
not because we don’t know how to help young 
people find themselves in the world of work 
but because we don’t consider it important to 
provide money for trained staff to help them. 
Herein lies the tragedy. 

A great many of our youth are exploited by 
the culture which proclaims to need them. 
Many young people become so resentful and 
bitter that they form dissident minority groups 
to oppose any outlay of money in order to 
improve the quality of secondary education. 
The human being has a strange capacity to 
“pass on” to other people the treatment he has 
received himself. We call this th 
complex. Lillian Smith says, “Wh 
true thing that when we hate so at deal we borrow from him 
the qualities that gave him power to harm us, and wear them like a 
crown!” 12 


e sophomore 
at a sad and 
meone a gre 


We have cited the problems that confront 
to build his economic cornerstone to show th 
alone is not enough. As teachers work with 
three additional processes must be carried 


an adolescent as he tries 
at giving vocational guidance 


youth in high school, at least 
on. 


?? Lillian Smith, The Journey (New York: World Publishing Company, 1954); 
p. 36. 
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School's Role in Helping Youth Achieve 
Economic Independence 


First, the teacher and other adults must help the adolescent under- 


stand himself as a whole individual in relation to work. This is not ac- 


complished by giving him a battery of tests and informing him of the 


results. A person does not learn about himself by being told. He must 


experience relationships and have ample opportunities to discuss these 


relationships with people whom he trusts. Kubie says: 


As a result of the failure to consider the sources of error in the human 
being himself, when our academic disciplines assemble together in our edu- 
cational institutions, they re-enforce the tacit, fallacious assumption that 
man can understand the world that lies outside of himself without concur- 


rently understanding himself.“ 


Our secondary schools will not improve markedly, regardless of the 
trifling experimentation that is done with the curriculum, until they are 
Organized in ways that students may experience continuing, trustful re- 
lationships with teachers who assume that a part of their task in teaching 
55 to be helpful to each individual as he himself decides he needs help. 
This implies a greater knowledge of motivations and processes of human 
development. “Without self-knowledge ‘in depth’ the master of any field 
will be a child in human wisdom." We must help our youth to acquire 
self-knowledge in depth and toward this end we must train our teachers 
to develop self-knowledge in depth. 
Ihe second process in helping the 
independence is a much expanded concept of the neces 
experiences in the economic world. A "career day" once 
Sufficient! These first-hand experiences should be of two types: (1 
Participation in the world of work; (2) extensive first-hand knowledge 
about the world of work. The authors believe that we stunt youth by de- 
laying the time when they can participate in useful work. At present, we 
have a “kept” population of several million who are adult physically and 
Who almost universally want to work. One cannot know whether he wants 
to be a lawyer, until he has “felt” a law office, preferably many law 


offices. He cannot know that he wants to join the Merchant Marine until 
— 


adolescent reach toward economic 
sity for first-hand 
a year is hardly 
) actual 


12 Lawrence S. Kubie, "The Forgotten Man of Education," Harvard. Alumni 


Bulletin, F. 
, February 6, 1954, pp. 349-353. 
“ibid. EP 
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i i "ef ay A ir m now 
he has been on the high seas in rough weather. A girl cannot kn 
whether she wants to be a nurse until she has emptied a few bedpans, 
made a few beds with patients in them. An individual cannot know 

g a 
whether he wants to teach until he has worked with groups of children of 
varied ages in different situations. The diversified work program of a few 
g 
high schools is making a small beginning toward helping youngsters to 


“feel” a job. It is usually limited to those who are not going to college. 


The secondary schools need a systematic approach to work experiences so 


that every pupil has many chances to experiment, to try out, to “feel” a 
variety of jobs. 


Another part of experiencing jobs is to learn about the world of work, 
through an organized program, not limited to one 
continuing throughout the high-school years. In 
the student with a wealth of factual material 
would include trips to industries, hospit 
studios, shops, offices, 
with people from 
might have 


year, to one unit, but 
addition to acquainting 
about jobs, this program 
als, colleges, business schools, 
laboratories; it would include first-hand contact 


a variety of occupations. We would hope the contacts 
à continuous quality to them, so that, if 


ested in a given area, he might go back again and again to someone he 
knew and wanted to talk with. A program like this would acquaint stu- 
dents with the kinds of things they must learn and the abilities they must 
develop. Such a program would do much to penetrate the fantasy that 
many adolescents have built about work. A more realistic view of work is 
urgently needed. Finding oneself in work is not easy; it is often painfully 
difficult—repeatedly discouraging. The realities of family finance, of indi- 


vidual abilities, of work opportunities, of necessities for training must all 
be faced with candor, 


P € inter- 
à youngster got int 


The third step in this process of achieving economic independence is 
to make available to the student a wide variety of tests that measure 
specific aptitudes, weaknesses, and interests; that give insight into person- 
ality and maturity; that help the youngster to “size up” himself as a whole 
and to understand the potentials, as well as the hazards, in his interests 
and budding plans. A significant part of this interpret 
the youngster understand the likelihood of pl 
choices. We believe these tests should be i 
knows the individual and who has had 


ation is in helping 
acement in his occupational 


nterpreted by someone who 
à continuous rel 
long enough to have developed a climate 


ing for individual meaning. 


ationship with him 
of trust and honesty and search- 
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In our culture there is a strong pull on the adolescent to decide early 
what he wants to be. This pull is confused with his drive for prestige 
among his peers, his ignorance of what he can be, and his impatience to 
get at his life's work. This impatience is operative particularly with young- 
sters who plan to enter the professions and who see from five to ten years 
of training ahead of them. All these factors must be considered by the 
ith the adolescent in the area of economic in- 
s seems to indicate that “pat- 
hroughout the school 


teacher who is working w 
dependence. Use of vocational interest test 
terns of interests are often remarkably persistent t 
years." !5 In a footnote, Carter says that “the vocational interests of high- 
School boys and girls as measured by the Strong blanks are almost but 
not quite as stable over a period of years as are the interests of college 
men." !* This documentation seems to justify spending considerable time 


a : j ; 
and energy helping the youngster understand himself as a future wage- 


earner and job-holder. 
, You are doubtless saying that such a program require 
„ believe it is about time that schools for e 
E. "os ES We visualize a secondary-school program that has at Hs 
jenen A s npc tasks of adolescence with the other areas falling 
drilling 2 ie concerns. Today high-school teachers wasa countless hours 
g dead, meaningless, isolated, unwanted facts into the live, questing 
every survey shows that pupils do not 
that we are not 


s more time than 
adolescents put 


mi c 

inds of young people. Nearly 

re A NE 
member or use these facts. Their behavior indicates 

and women out of our teen-agers. 


su a : " 
cceeding in making educated men 
if it is understood and ac- 


All the knowledge of the world has meaning 
cepted by the individual, but he has to discover the meaning in relation 
to his unique needs. We believe a realistic consideration of the adoles- 
bliss in his thrust toward economic independence would help te 
a to the importance it ean have and once did have in & persons 
ful ns Our present-day attitude toward work as something distaste- 
but to be endured, is dangerous to mental health. We urge you to 
Consider the words of The Prophet, “Work is love made visible!” ** 


= 


ocations," Adolescence, 


ent of Interest in V 
he Study of Education, 


Harold D. Carter, “The Developm 
ational Society for t 


F 3 
944% Third Yearbook, Part I ( Chicago: N 
944), pp. 259.260. 
16 Ibid. 
New York: Alfred A. Knopf, Inc., 1923), pp- 


30-34. Kahlil Gibran, The Prophet ( 
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A careful reading of the preced- 
ing pages reveals many values that 
the authors infer are motivating 
forces in the adolescent culture. We 
shall try now to be more specific in 
understanding the nature of some of the value situations that face ado- 
lescents. We assume that a person’s values are more dependably revealed 
in what he does than in what he says. All of us have learned the correct, 
the ideal thing, to say in many situations, and we respond somewhat par- 
rot-like without an assessment of how consistent our actions are with our 
verbalization. One way of discovering values is to find out how the indi- 
vidual spends his time and money. If he professes to love beautiful pic- 
tures but never goes near an art museum, he may be saying, “I believe 


that you believe that I should love beautiful pictures.” 
If we ex 


Accepting Values 


to Live By 


amine the ways adolescents spend their time, we discover that 


they value peer relationships very highly. To many of them these relation- 
ships are more vital than 


any other of the virtues they have experienced. 
The goal in peer rel 


ationships is to attain a high-level prestige in a social 
group or to be identified with a high prestige group. The question im- 


mediately arises as to how inclusive or exclusive the individual wishes to 
be. Some groups are op 


high prestige groups. TI 
he is invited to join a fr 


en to everyone, but these frequently are not the 
his issue reaches a climax for the individual when 


aternity or sorority. Choice is made more difficult 
by the clauses in many constitutions wl 


groups. That these societies are secret 
school further complicates the v. 
seem that everythin 
thousands of adolesc 
in thep 


hich discriminate against certain 
and are banned officially by the 
alue decisions. As you read this, it may 
g is stacked against joining secret societies. Yet 
ents belong to them. Doubtless many of you belonged 
ast and do now belong; many others may have felt left out because 
they were not asked to join. The prestige value of belonging to a status 
social group has tremendous pull with young and old alike, 

Perhaps the most deplorable part of the situation is that adolescents 
seldom have an opportunity to discuss this issue ina setting that stimulates 
critical thinking. They are told that secret Societies are banned, and they 
are forbidden to belong. The societies go underground 
makes his choice in terms of a forced situation, ofte 
information or clarification. A dramatic example of! 
being given opportunities to discuss issues rel 


, and the adolescent 
n without adequate 
high-school students 
ating to the acceptance OY 
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rejection of people occurred in the Clinton, Tennessee, high school which 
was integrated in the fall of 1956. Five years earlier the high-school 
principal and staff led the student body in thinking through their own 
basic feelings about integration and about complying with the Supreme 
Court mandate when it came. At the peak of the resistance, after Negro 
pupils had been admitted to the school in 1956, the principal was threat- 
ened by rabid segregationists and told that the people of Clinton were all 
against him. He immediately called an assembly, stated the issue to the 
students, and left them to decide whether to stand their ground or 
capitulate to the rabble-rousers. In fifteen minutes the student president 
reported a unanimous decision to stand firm for integration and the next 
morning all except forty of the students’ parents had signed statements to 
that effect. These students had some rigorous experience and training 
in value formation which has most probably made them stronger 
individuals. 

Another troublesome area in which adolescents have to make value 
decisions is that of sex. Modern living provides boys and girls situations 
A heus promiscuity is possible and inviting. Many studies show that 
lans 1 — unwilling to consider realistically the degree and kinds of prob- 
rd E are posed by modern living, or the manner in which their 
hag a ae to these problems. Susie has a cute figure, but she just 
] clicked" with the status groups in school. Perhaps she comes from 
the Wrong side of town. Maybe she “can’t keep up” financially with the 


Crowd. She has felt left out and hurt for three years during high school. 
She tries to wear the approved 


SI > P 
he wonders what's wrong with her. 
g wheels" asks 


Clothes and to be one of the "crowd." Then one of the "bi: 
her for a date. She begins to feel desirable; she has been noticed. She is 
wild with excitement. They go toa drive-in movie and afterwards he finds 
"x Private place to park. He begins feeding her a line about how cute she 
—" Where have you been all of my life?" They begin petting. 
hay Susie's dilemma may seem a simple one to someone who does not 
ave Susie's need to be popular. If she refuses to pet and to go as far as 
the fellow wants to go, she knows she will be labeled a “prude,” a “wet 
blanket.” Once again she will have failed to make the grade with those 
whose friendship she wants so much. Because she hasn’t been a member 


Of a social group, she has not acquired the skills of verbally parrying with 
Clinton High 


Saks 18 Told to authors in conversation with David Britton, principal of 
‘ol, at the time of its integration. 
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“big wheel.” She feels awkward and unworthy in maintaining a position 

E ; 1 ur 182 ý oS 2 g 
she really values. In social relationships she is a novice. If she goes along 
and plays the game as “big wheel” urges her to do, she may soon find 


herself with a reputation for promiscuity and a heavy load of anxiety and 
guilt to carry by herself. An individual has to be quite secure in order to 
respond maturely to the invitations inhe 


rent in our motorized adolescent 
culture. 


Some adolescent groups consciously make a de 
sexual experimentation. This poses anothe 
ster (boy or girl) 


cision to indulge in 
r kind of problem to the young- 
who has belonged to the group for a long time and 
values his membership in it, but who cannot feel comfortable in this 
activity. Adolescents recognize the explosive quality of the situations in 
which they find themselves. They are concerned with the whole area of 
sex. Many have intense fear and avoid situations in which they will be 
expected to behave in wa incompatible with their own values. ‘The ado- 
lescent boy who will have nothing to do with girls is an illustration. But 
this is really no solution. One does not le 
problems by avoiding them. 


Youngsters need help in clarifying their values, The kind of help 
needed is well expressed by Farnham: 


fs 
arn how to cope with ones 


What the adolescent wants is neithe 
less permission; he wants sympathe 
needs it and an open door be 


r blind opposition nor equally sense- 
tic understanding and help where he 


à ) tween himself and his parents. All these can be 
supplied by facing the facts with him cle 


arly—the facts as they are, not as 
the parent wishes them to be . . y 


. the parent will have to be the one to point 
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up the immense responsibilities that are also involved, the need for control 
aud thought, the danger of unhappiness if there is nothing but a helpless 
giving wav to impulse. Finally, the parent must make it clear that he in- 
tends to go to the voungster's help and supply the lacking control through 
his own firmness if he thinks it is necessary. Many a youngster wants to 
know that.!? i in i 


Parents are not the only adults who share the responsibility for giving 
alk out their concerns in a climate of frank con- 


young people chances to t 
rs, church workers, 


sideration rather than one of condemnation. Teache 
18 workers, all have to be sensitive to youth's need for honest and 
friendly advice and must seck opportunities to give such advice. 

Perhaps it is the age of the authors that leads us to state that present- 
day youth seem to us less concerned with altruism than the youth we 
knew a couple of decades ago. Perhaps altruism is a value that appears 
incongruous with the state of the world today. Never, we believe, have 
we needed more drastically a pervading spirit of willingness to accept 
the other person at his best and to help him function in that way. 

M SEA ae velnes to live by these days is one of the toughest de- 
lius i ; K sa all of us have. We keep working at it throughout our 
living is ue Fa ues do not grow as we spend time on this planet, we are 
KE atic ives, The formation of values is especially difficult today 

se we are living at a point in time when the tried and true absolutes 
upon behavior, the “thou shalt nots") have 
enough to diminish their power as restrain- 
tottering, we have not devel- 


rom are largely restraints 
een challenged successfully 
ing forces in behavior. While absolutes are 
eped satisfactory ways of evaluating our decisions with our young Or 
2 ourselves. We often say values are relative. This means little to the 
i who needs a car to take his girl to the dance and knows where he 
8 8 his uncle's (without his permission ) for the evening. Relative 
8 85 at and by what criteria? And how can one tell whether a course of 
action is sane or unsane, selfish or altruistic, wise or unwise? 
T The Scout studies ?^ ?' give us hope about young people's values. 
hey indicate that adolescents value adults who can do things that the 


—— 
1051), Marynia F. Farnham, The Adolescent (New York: Harper and Brothers, 
1) p. 125, 
Adolescent Boys (New Brunswick, N. J: 


80 Boy Scouts of America, A Study of 
scouts of America, 1955). 

Girl Scouts of America, Ado 
er, 1957). 


Boy 
escent Girls (Ann Arbor, Mich.: Survey Research 


Cent 
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young people want to have done, who have the personal qualities of 
generosity, kindness, and zestfulness, and whose character and judgment 
are positive. A much larger percentage of girls mentioned superficial 
qualities which they value than did boys. Girls placed more emphasis 
upon personal qualities than did boys. In a study made of lower-class 
youth, when asked what are the most important things a friend should 
be, nearly half responded, “Someone nice, good, and friendly.” Loyalty 


was a very high value with these youngsters. Nearly a fifth of them men- 
tioned “someone to stand by you.” 22 


The older adolescent is in an 
Wiat/School integrative growth period. He is 
highly motivated toward finding 
himself as an adult citizen and 
toward getting himself lined up 
vocationally. He has matured enough, has had enough experiences, to be 
able to handle abstractions. He can solve complicated problems. He is 
called upon to make many decisions that tax his mental capacity. He can 
generalize on a conceptual level. He takes time firmly in hand and can 
realistically consider the historical past and project himself through 
long term goals into the future. He has learned to distinguish fairly well 
between his fantasy world and the world of hard, cold reality. 
He is ready to integrate his knowledge for his own use. He is stretch- 
ing toward greater depth and wider scope in his mental development. He 


is beginning to perceive that soon the fate of the world will be in his 
hands. His will be the decisions that make 


for Adolescents? 


a difference in whether the 
children of India have bread to eat, how the resources of America are to 
be conserved, what kind of educational opportunities the oncoming gen- 
eration of children will have, how honest our publie officials shall be, 


and how well the basic freedoms of our land are kept intact. The older 
youth is an idealist. He believes ways can be found to make life better 
than we have ever known. He seems to have a predisposition to favor the 
underdog. He searches for final causes, trying to establish for himself the 
moral and ethical principles he wishes to live by. He is searching intensely 


for the motivations of human behavior. "What makes people behave as 
they do?" is a persistent query. 


22 Mary Beauchamp, Building Neighborliness (New York: Center for Human 
Relations and Community Studies, New York University, 1958) 
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. All these qualities should lead to a dynamic, vital, challenging learn- 
ing situation. What do we have? As we have observed secondary-school 
Sieme and as we study the investigations that have been made, we find 
5 ions who seem to have their goals well-estab- 
which is larger ipa Hage em et cee 1 
behavior, are just "putting in their time” waiting for tl : d yt f 
when they can drop out legally. Perch ble the 7 ideni keen 
time ago. The vast majo it ct ten hi 2 ^ : T € f a 
ined cafer E n jority between these two exüeme are as men 
be 5 " tee ; — about their social relationships, but bored 
ilis "d ^ " bis hendene program of the school. They comply with 
sistance * s requests in a superficial way, treading the line of least re- 
. Some of them "keep score" quite closely to be sure that they are 
to go on to the college of their choice. 
homework and themes, pressing mom 
nd considerable cheating on 
edly a homework as- 


meeting the standards necessary 
This commonly involves sharing of 
ede into helping with the homework, a 

s. We seldom hear an adolescent discuss animat 
excited conversations about the de- 
ans in our culture. We don’t 
experiments they per- 


S ibid We listen often to many 
iaa a of jazz in ard and what it me 
bn "b iege catching fire about the mr d c 
dogged e them working meticulously, strenuously, and with 
"ns ihe mais * hook up a hi-fi set, to make a "ham sending set, to 
Shere . and rebuild a jalopy, and recently to put a rocket into the strato- 
cution r hear them groan ahout Silas Marner but go into ectastic dis- 
files E Lawrence Olivier's performance in Mark Antony and Cleo- 
farlon Brando's in Julius Caesar. Why? 

Nas basic explanation, as we see it, is that the pressing problems, the 

pmental tasks of youth, have been sharply separated from school. 
e to the adolescent, “Park your interests, your social life, your feel- 
vague pi E body and about your sex and the apposite sex, your 
the ee nitions on the doorstep as pa gams in. We wil teachi you about 
We n s it was when we first saw it. Of course, this is preposterous. 
on i eiim sometimes as g an emphasis 
shad called extracurricular activitie 

Ow the academic program. 

the 9 5 authors take a clear-cut critical po 

erican secondary school as it is generally 


astrous results, includin 
s that many times completely over- 


sition about the program of 
experienced by adolescent 
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youth. Enough bright spots exist to point the way to more Sree — 
proaches, but the vast majority of present- day youth have not expe 152 : 
such programs. We believe that much of the current criticism is just ed. 
The solutions generally proposed are not in agreement with available 
knowledge about how people grow and how learning takes place. Our 
young people are poorly prepared to assume adult roles. Teaching more 
of the same, administering it in stiffer and stiffer doses is not going to 
cure the patient. He needs a different medicine. It is not a question of 
how much our young people are learning. The question is what! 

We make the following proposals. We cannot spell them out in detail 
since this is not a curriculum book. We think your imagination will be 
able to fill in the skeleton herein presented. 


Every pupil must have an opportunity to be known well by one teacher 
who sees the pupil whole, who has associations with him during his high- 
school life. The teacher has the responsibility of being the liaison between 
the home and the school—not to discuss the pupil's shortcomings behind his 
back, but to confer with him and his folks at intervals frequent enough to 
keep in close touch with his needs and progress. Everv effort should be 
made to establish this relationship SO that it is mutually perceived as à 
friendly, honest sharing of responsibilitv in helping the voungster grow. 
Fundamental qualifications of these teachers should be that they have a 
scientific understanding of adolescence as a short period in a person's life, 
and a "feeling with" this age. 

The daily sche 
life has some unity 
of thirty individu 


dule of the school must be reorganized so that a pupil's 
and coherence. Six fifty-minute periods with a new group 
als entering the room every pe 
go-round even for a sturdy New Yorker to ke 
of learning can take place as long 
medicine dropper portions. 


riod is too much of a merry- 
ep up with. Little integration 
as we persist in chopping up time 1n 


The school must be organized so that the adolescents hav. 

to practice democratic citizenship in a realistic setting. For the most part, 
the students should be responsible for running the school. Thev should be 
held responsible for such activities as publishing the school newspapers 
organizing the social life, holding elections, developing rules and. regula- 
tions, managing lunchrooms, ordering and distributing supplies. This, we 
believe, would necessitate considerable simplification. in school-keeping- 
And that would be all to the good! 


e opportunities 


The content of the curriculum must have as its organizing threads the 
developmental tasks of youth. These will run throughout the program and 
be interwoven with all content. This is for the purpose of helping youth 
understand the purposes and goals of their owp lives in relation to the 
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ey live. We might think of the curriculum as divided 
into four subject matter areas: the humanities, the arts, the sciences, and 
mathematics. Running through these studies are the themes for all the 
learnings: establishing heterosexualitv, accepting values to live by, achiev- 
achieving independence from the 
own body. Schematically, the 


culture in which th 


ing means for economic independence, 
home, learning to come to terms with one’s 
curriculum might look like this: 


Human- Math- 
ities | Arts Sciences , ematics 


Establishing heterosexuality 


Accepting values to live by 


Achievi ET 
chieving economic independence 


Achieving i 
chieving independence from home 


Comi 8 " 
ming to terms with one's body i i 


Utilizing Developmental Tasks 


Are you saying, “What difference would it make to organize the 


Curric : » mo " 
riculum this way?” We will illustrate. It is rather easy to see how the 


devi a ae s, nag 
clopmental tasks would serve as organizing themes in the humanities, 
If we were to follow 


So let us take a difficult example, mathematics. 
through on the plans discussed earlier for achieving economic inde- 
Pendence, we would have to make some judgments about the functional 
mathematics needed by various occupations. A minimum amount is 
needed by all. This would be taught in such a manner that its applications 
would be immediately available to the learners. Simple problems—such 
ni making and living within a budget, finances involved in time payments, 
™Mcome tax matters, consumer research, keeping a bank account, using 


si i : : 
imple statistical concepts—would serve as the content. These items might 


come quite complex when applied by some individuals to their own 


affairs, 

Differentiation in content would be necessary 
clear about his needs. 
eed certain procedures and 
athematics would be taught as 


as the student progresses 
in se EU In 
in M and becomes more The mechanically 
Cline 8 Ue 

ined youngsters would n applications 


tl 
"at the future doctors would not need. M 
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| —which it is, not as an esoteric discipline. Mathematicians have long 
€ ed and discussed at their annual meetings the fallacy of teaching 
2 as if it were separated from algebra and calculus, as if it had 
Sein affinity for either. We propose, therefore, that mathematics, which 
has functional use in solving problems, be taught, drawing from all the 
branches of mathematics as required. You can readily see that as this is 
done many scientific learnings are also accruing. In this way, integration 
has a chance to take place. The teacher loses his preoccupation with label- 
ing something as algebra or physics or geometry. Einstein said he was 
grown before he saw the relation between physics and mathematics. 
At the same time that the thread of economic indepe 
woven into the teaching of mathem 
tasks come into focus. The det 


ndence is being 
atical concepts, other developmental 
ails of growth from pubescence to adult- 
hood provide a fascinating study in mathematics and science—one the 
adolescent is eager to learn. As he learns the use of mathematics in 
various jobs, he also develops a picture of himself 
world of work or in the home. The self-im 
is being filled in. Values, of course, 

The spirit of this school would b 
be seeking answe 
search, evaluating 


as an individual in the 
age of maleness and femaleness 
permeate all discussions. 

e a searching one. The students would 
rs to their questions, developing processes for their 
their progress. Teachers would be wise adults who see 
teaching as "leading one to the threshold of his own 
ods used would be discussions, sm 
lectures (when the search deman 
ing sessions, 


mind." ** The meth- 
all-group work, individual conferences, 
ds lectures), demonstrations, construct- 


and laboratory methods. Mock-ups would be used to simu- 
late reality whenever reality could not be had. 


We believe such an approach in our secondary schools would be a 
challenging experiment. We would like some foundation to be daring 
enough to underwrite a high school committed to such a plan for a period 
of ten to fifteen years, with careful evaluation in terms of up-to-date 
purposes written into the plan so that we would have more than our most 
intelligent hunches as guides for the future, Blos expressed this need in 
1941. So far we have turned our backs on an Obvious error in our sec- 
ondary instructional program. We alibi out of it by protesting that most 
teachers would not be able to teach in this creative way, that it would 
cost too much, and that it sounds radical. We wonder what our world 


?* Kahlil Gibran, The Prophet (New York: Alfred A. Knopf, Inc., 1923), p. 64 
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positi : s 
: sition would be today had we applied that same line of reasoning to 
J issile : T 15 

ur missile program. Listen to Blos (italics ours): 


In the light of the tasks to be accomplished at adolescence, education 
must acknowledge the adolescent as distinct from either the child or the 
adult and must realize that the most important contribution toward his 
growth lies in social experiences, community participation, vocational plan- 
ning and exploration; in status-giving activities, privileges, and responsi- 
bilities; in thinking through the potentialities, needs, and aspirations which 
he possesses as a sexually mature person, as à family member, as a citizen, 
and as an individual with inner resources; in searching with him for values 
and standards acceptable by society vet distinctly his own. In these terms 
om aspect of the curriculum can be utilized to greatest advantage and 
E d vua px of some of the devastating consequences. 

s , then, are to be rclated to the young person $ 
growth; to the adjustments which he is called upon to make during his 


adolescent years. x. 


The Meaning This is written in the midst of 
nn several years of grossly misplaced 
concerns about the teen-ager. He 

has been lazy, and has thus per- 

USA, in 5 E . mitted the Russians to beat the 
ill-discipli ie inga man-made object into the Earth's orbit. He has been 
public a and a now responsible for a vast increase in crime and 
ulation isorder. The increase of disorder among the near-adult male pop- 
this co dm clearly established fact. Common among adult responses to 
of tees = are anger, dismay, demand for more regimentation, threat 
ate a , and a great variety of diverting youth programs.” The gloomy 
1904, ^ T today might ponder the following paragraph written in 
Cence; y America's pioneer and greatly distinguished authority on adoles- 


parit civilized lands, criminal statistics show two sad and significant 
: First, that there is a marked increase of crime at the age of twelve to 
t of all kinds, and that this increase con- 
e the percentages of certain grave crimes 
is pre-eminently the criminal age 
are begun. The 


RUN not in crimes of one, bu 

Moises or a number of vears. Whil 

Shu ase to mature manhood, adolescence e- 

n most first commitments occur and most vicious careers 
een 


"^ Peter Blos, The Adolescent Personality, p. 498. (New York: D. Appleton- 
of Appleton-Century-Crofts, Inc.) 


Cent 
"ry Co., Inc., 1941. Reprinted by permission 
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, ; : A y , EUIS 
econd fact is that the proportion of juvenile delinquents seems to be every 
se 8 E á E 2 

where increasing and crime is more and more precocious. 


A mature society looks upon defects in its human "products" as ob- 

i cS We „er inimum 

jectively as does a manufacturer, and seeks w ays to lower to a minimi ; 
its rejects. A community which says, “We have many bad children,” is 
really saying, “We do a bad job of raising our children.” We have stated 
earlier that a malnourished personality grows crookedly. The “bad-man 
theory of human degradation is now discredited. We cannot prevent dis- 
order and delinquency merely by locking up or giving therapy to dam- 
aged people. a 

We offer here a few observations derived from our own study anc 

experience in dealing with delinquent youth. 

Delinquency covers a vast variely of beh 
delinquent is one who has been "booked" 
ties. Hence, a community's delinque 
sters its policemen arrest. 


aviors. Technically a juvenile 
and dealt with by the authori- 
ney rate is the percentage of young- 


It appears that the most important incide 
linquent career is that of the first arre. 
ster and his neighbors picture him 
the law. 


nt in the confirmation of a de- 
st. From this incident on, the young- 
as a criminal. He has “tangled with 


The great bulk of delinquents come from 
part, that these homes have provide: 
means that a communit 
right and responsibility 


“poor” homes. This means, in 
d inferior rearing; in larger part it 
y's good homes are more likely to be accorded the 
for "straightening out" their erring children. 

Virtually all de 


linquents present a history of rejection. They were not 
wanted by their p 


arents—or misfortune and adversity in their families led 
to neglect and hostility. The neighbors did not want them to play with 
their children because they used bad language. They were placed in the 
“woodpecker group” in first grade because they were not as literate as 
teachers like their pupils to be. In secondary schools they were placed in 
“X-classes,” were dubbed non-academic. Most of them have rejected 
grownups in order to maintain their own self-respect. They are the chil- 
dren who have struck out, not back in response to wholesale rejection. 

rs began in simple quest for fun. 
A few have found it exciting to play “cops and robbers” with real police- 


A goodly number of delinquent caree 


. Stanley Hall. Adolescence, Vol. 1 (New York: D. Appleton 


and Company: 
1904 ), p. 325. 


men. Exuberant physical activity is not 
readily accommodated in the city. 
Some of our authorities are dismayed 
by the fact that more than half of ‘the 
SAT thefts are committed by teen-agers. 
This seems to us not surprising, since 
we live in a motorized country; kids 
have always liked a *hard ride." In most 
Of our families the youngster cannot 
ND his own car. The state will not per- 
58 him to drive. The great bulk of car 
c x i reality, unauthorized bor- 
S nE. ( 85 do not imply approval 
ot E practice.) Our large cities now 
rie bi it illegal to leave a vacant 
ios o me More important, it is be- 
» ee illegal to be young 
e xlern, complex, hurried, adult- 
vorld. 

d few proposals for reducing the amoun 
5 a diminishing the amount and severity of conflict 
Benerations, i 


t of disorder among 
between the 


Widen neighborhood and community concern for well-being and good 
living of all children. A few years ago in informal discussion, Margaret 
Mead expressed the idea somewhat like this: “We shall make no more 
progress in rearing children until a community is as much ashamed of 
bn gle bad children as we now expect a family to be.” 
eally important use for children during the growing years. No 
poe of diversion, dances, and sports will satisfy this urge of the 
human spirit to be needed. We doubt that the home alone can find ade- 


quate use for youngsters in these times. 

Accord to the young full citizenship in their spheres of concern. They 
must be included in planning and m: ant for their 
good. 

Increase neighborhood and com 
behavior. There must be space 


anaging enterprises me 


munity tolerance for varieties of youthful 
and time for accommodating the ways of 
both youth and their elders. Often youth are penalized for indulging in 
disturbing behavior, when the only one disturbed is the adult teacher or 
parent. Compare the number of bars in your neighborhood with the num- 
ber of places youngsters can go to be with their pals. 
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Minimize competitive activities-those in which the goal of the activity is ` 
to defeat someone. Numerous youngsters take this motive literally and 
move directly to accomplish it. 

Study and correct administrative practices in schools and other social 
organizations in order to reduce the amount of rejection now practiced 
under a variety of names. 

Organize community activities to increase satisfying person-to-person con- 
tacts between youngsters and grownups. Move away from activities in 
which grownups use children as puppets, trained seals; find genuinely 
satisfying human relationships in common activities. The only adult con- 


tacts many youngsters have are with their parents and teachers, none of 
whom they had any part in choosing. 


Maintain statistical perspective on the incidence of disorder. A small per- 
centage of "bad boys" can seem like an insurrection in a huge high 


school. A slight percentage of vandalism appears to be impending catas- 
trophe when reported in the large city press. 
Give pupils and teachers more time just to visit together. We cannot sup- 
ply the urgent need for adults other than relatives by setting up systems 
of counseling. Surely the high schools and colleges of America will do 
something to reduce the complexity and disintegrating forces of com- 
peting, divergent activities which prevent friendly, challenging relation- 
ships between teachers and pupils. 


— H— ] As this book is written € 
writers have assumed that most o 
its readers are in their late teens OF 
shortly out of them. We trust that 
we have not said, nor implied, that 

ms to us that youth today are more knowing, 

more realistic than they were a Beneration ago. However, it seems that 
unsolved problems have accumulated into a dangerously top-heavy pile. 

We entertain the hope that the youth of today will not, as have earlier 

generations, become so preoccupied with establishing homes, launching 

careers, and rearing children as to abdicate their personal and collective 
responsibility for recognizing stresses in the circumstances of young 
people and for taking appropriate action to reduce these strains, Social 
as well as individual strains break into violence unless resolved by in- 
telligent action, We present here in capsule form some observations o 


certain common circumstances which seem to demand thoughtful, con- 
structive action. 


of Modern Youth 


“youth is a mess.” It see 
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During the later part of the growing years persons are inclined to 
hostile, unpredictable behavior. Their 
ear that these patterns will persist 
ant to give responsibilities to 
that one does 
aged 


engage in exaggerated, unreliable, 
sang = teachers are disposed to f 
yeusig hs € curbed. Adults are reluct 
only slat os $ this state. Thus they encourage the attitude 
eräduste ; authority demands. All too often, even among middle- 
pa ate students, we find the attitude that one works only when he is 
atched. 
While the adolescent is biologically and socially 


be 

a mate a z 
a mate and a parent, his culture urges him to pos 
and the establishment of his eco- 


n of money has become essential 


mature enough to 
tpone these roles 


oer completion of his education 
to day-b i oa d Of late, the possessio 
are de x P ay living. Youngsters today have no money of their own; they 
18110 à = ent upon the generosity and earning ability of parents, Money 
value," T real stuff of wealth" to be exchanged for mas other stuff of 
Wealth Ea 18, be terms expressed by Justice Brandeis, "liquid claim to 
and Sila ned amount of purchasing power, the amount and value 
cing ee es ity of which is always determined by somebody else. Youth, 
Power to biased part without power to earn, has little independent 
Bes ar ert wants into realizations: 
freedom oe bi have grown in a culture that pa s elo 
high Sth E freedom, they find themselves in highly egimente 
they are oe which their opportunity for choice and self-direction, if 
tween i good" boys and girls, is limited to such things as choosing be- 
ager loi cream and fruit cup for dessert. It seems clear that the teen- 
is Ni upon late hours as time he can be free from adult monitoring. 
Man 8 for the value he places upon chem. 
that at a 9 UE children live in a success-driven culture. Su 
more inco social levels people believe that they need twenty-five pe cent 
Ups, What ic than they have. The adolescent lives among anxious ay 
Should be is to be the ultimate result of the atomic weapons race 
come ill or lose my job what of the mortgage, 


4 the car payments, 
ho monthly insurance premium? Suppose the boss’ wife should find my 
me untidy? 


All MM 

Oc Wo many parents are disappointed in 

-— — surveys made through two genera 
cent of the teen-agers expect to work in one of the p 


ys eloquent tribute to 
regimented 


rveys indicate 


their own careers. Results 


tions show that more than 


of y, 
rofessions, the 
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creative arts, or in business management. As economic life is now con- 
stituted, fewer than 10 per cent can so work. We like Mr. New Fist's *° 
definition of an educated man to the effect that he knows what his com- 
munity needs to have done; he knows how to do some of those things. 
Few mental tests reveal increase in mental power and acuity after age 


sixteen to eighteen. Yet persons of this age have little occasion to “use 
their brains” for appropriate purposes. Quite commonly, high school and 
college students testify that school has provided scant occasion for con- 
triving and planning apart from problems such as, “How to circumvent 
the rules? How to get credit without doing the work?” 


. s This chapter completes our de- 
Nores on Motunity scription of the growth of the hu- 
man toward maturity. We have not 
meant to say that human beings are 
more alike at any one period of growth than at any other. In recent years, 
however, the term teen-ager has become a stereotype carrying negative 
meanings that result in clouded thinking. It seems to us that at no period 
of life are differences given more attention, nor do they seem more impor- 
tant to the individual himself and to his older associates than during the 
later teen years. 

During the growing years the person has stretched toward maturity. 
He has accomplished a long and intricate series of developmental tasks 
as he has sought to become a member of the culture and to accept and 
foster his own uniqueness. Of late many books have been written on being 
mature. Here are some criteria by which to judge the maturity of the 
person who is growing out of his teens: 


The mature individual strives for long-range goals without losing sight of 
the importance of the gratification of day-by-day living. He retains his 
capacity for hearty enjoyment. 

He cannot find happiness at the expense of others. He judges the validity 
of his behavior in terms of its effects upon other people. 

He is able to see others in his life as people, not merely in terms of status 
(parent, professor, principal, be 
right to control his "human life 


adversary). He denies to them the 
He accords to them the right to be 
human. He is dissatisfied with maintaining the status quo. He seeks ways 
to make creative changes by hopeful means. 


26 Harold Benjamin, The Saber-Tooth Curriculum (New York: McGraw-Hill 
Book Company. Ine., 1939). 
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He is in charge of his own lile: he lives life, does not merely let life happen 
to him. He maintains control of his whole life allowing no part of it to 
become more important than all of it. (He does not put all of his emo- 
tional eggs in one basket.) 

He assumes his obligation to do his share of the world's work. He will not 
be a “kept” person. 

He asks for himself no gratification which he does not seek to make pos- 
sible for others 

He solves his problems by the method of intelligence: he accepts conflicts 

tive solutions for those that can be 


that cannot be resolved, plans elle 
solved. 
He maintains statistical perspective. He knows that with every move he 
makes he takes chances. He calculates and accepts his “odds 
He has solid self-respect, genuine regard for his own feelings, 
aversions. He doesn't have to read the reviews to know whether or not he 


preferences, 


likes a movie. 
He is able to engage in effective compromise secking the greater good for 
the greater number and at the same time seeking more creative solutions. 
He knows and accepts himself: he engages in a minimum of sham. 
He expects his world to be no better than he strives to make it. 
S Now that we have watched the 
Summary A : 
infant grow toa mature personality, 
let us reflect upon the meaning of 
the changes and constancies we 
lave ole : t , 
ave observed, When he was but a few pounds of rather low-grade animal 
alive; he expressed his 


life, h; : l 
ife, baby displayed definite personality. He was 
He demanded 


wants forthe; j " " 
ants forthrightly, made his discomforts clearly known. 
satista 4 : AR / 
alisfactions now, on the spot. What has become of his hearty zest in 
? Why are 


&ratification as he has learned to forego and hide his feelings 
30 many older children so bored in home and at school? 

ms of child-rearing go back to the delusion 
to be molded to whatever pattern the 
implies that the child lacks urge to 
s results from adult directing, 


ü Many of our current patte 
nat an infant is a wad of clay 
molder desires. This gloomy doctrine 
Bow, to be—that whatever the child become 
Pushing, and shaping. One has only to reflect upon the 
| d to discredit this notion and gain some 


many complicated 


skills ; 

1 Is a two-year-old has mastere 

Hinia ta ue $ 
mility in his role as parent and teacher. 

e restrict really dynamic growth. 


Too much do modern ways of lif 
d living is the rule. 


Jocks and rigidly organize! 


I 


EXCessiy : ; 
essive regimentation by c 
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Clubs, music lessons, supervised play, doing the correct thing with the 
right people leave little time for the child to go and grow on his own 
steam. 

Increased emphasis upon schooling delays for years behaving as the 
body is built to behave. An essential feature of mental health is inde- 
pendence appropriate to the ability to manage one's life. Modern living 
and schooling delays genuine independence. Rarely in school has the 
young man or woman occasion to function on his own, to use his own 
judgment, to do anything of genuine worth to other people. A notable 
quality of a recent interview held by a well-known TV commentator with 
a group of college students was their wish when they completed college 
to have some responsibility, to be needed by society. Most of them seemed 
to imply that they must wait until they finish college to acquire these 
opportunities. Perhaps we should reflect seriously why they must wait 
until after college for these goods of life. 

Everyone loves a baby despite his being noisy, messy, bothersome. 
His compulsions to grow, to reach out, to test and inspect are expected 
and welcome. Dynamic independence in adults is commonly approved. 
But what happens during the growing years when the child is awkward 


impudent, perverse? Then children especially need tolerance, opportunity 
to stretch, to err, to gloat in achievement. Teachers, parents, and neigh- 
bors must hurry to foster ways and means and to provide freedom for 
dynamic growth for our young in all their stages and phases, 


Suggestions for Further Exploration 


> Try some role-playing with a small group of older adolescents, Encourage 
them to role-play some of the conflicts they are having with their parents. Lead 
them in a discussion about their feelings and their parents" feelings. (See Chap- 
ter 15, "Tools for Child Study," for suggestions on role-playing). 


> Lead a discussion with a group of teen-agers about any of the problems they 
want to talk about. What did you learn about them and their problems as you 
listened? 

P Find out as much as you can about the social structure of the high school 


of vour community. See if you can identify the high-prestige groups. Ask the 
youngsters why they value their memberships in these groups. 


æ Discover the kinds of decisions that students make within the school struc- 
ture. Compare these with decisions they make outside of school. 
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> Listen carefully to as many teen-agers as you can for one week. Collect 
illustrations of: 


Efforts to deceive Expenses 
Conformity Parental conflicts 
Enthusiasms Awareness of roles 


> As you read about youthful disorder, see what part rejection plays in de- 
linquency. Can you illustrate from your own experiences? 


> [f you are studying an adolescent, talk with him about some of the things 
we have discussed in this chapter to see what his ideas are about his school, his 
life ambitions, his conflicts, and the like. 


> The following films depict the adolescent of high school age: 


Discipline During Adolescence (Adolescent Development Series), 16 min., 
sound, McGraw-Hill Book Company, Inc. 
Depicts the problems facing parents of adolescents as to how much disci- 
pline to impose upon their teen-agers. The effects of too much and too little 
are considered, The audience is asked to participate in coming to a sound 
decision about the problems presented in the film. 


Emotional Maturity (Adolescent Development Series), 20 min., sound, Mc- 

Graw-Hill Book Company, Ine. . 
The film shows the effects of lack of control in an adolescent boy who is 
entrusted with valuable property and who is confronted with many adult- 
like decisions to make. Traces his behavior back to parental treatment as 
à child. 

Social Acceptability (Adolescent Development Series), 20 min., sound, Mc- 

Graw-Hill Book Company, Inc. 
The problems that come to a high-school girl who is not accepted by her 
classmates in school and the effects this rejection has upon her personality 
are depicted. 


Additional Sources You May Find Helpful 


Harold Alberty, Reorganizing the High School Curriculum. New York: The 


Macmillan Company, 1947. - 
An insightful presentation of the need to sharply change the kind of 


secondary-school education program. 
Association for Supervision and Curriculum Development, What I the 
High Schools Teach? 1956 Yearbook. Washington, D. C.: National Educa- 
tion Association. 

A discussion of some of the t 
before secondary education can 
global culture. 


heoretical issues that need to be resolved 
be effective in a modern, industrialized, 
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Peter Blos, The Adolescent Personality. New York: D. Appleton-Century 
Co., ne., 1941. Reprinted by permission of Appleton-Century-Crofts, Inc. 

An invaluable book dealing with the adolescent period of growth. This 
book is authoritative, insightful, and comprehensive. We strongly recom- 
mend it to anyone who is planning to teach in the secondary schools. 


Roland C. Faunce and Nelson L. Bossing, Developing the Core Curriculum. 
Englewood Cliffs, N. J.: Prentice-Hall, Inc., 1951. 

An excellent discussion of one way to vitalize the secondary-school 
program. 


Arthur J. Jersild, The Psychology of Adolescence. New York: The Mac- 
millan Company, 1957. 

An approach to an understanding of the adolescent by merging the 
overt, descriptive phases of behavior and the inner, subjective dimensions 
of self. The discussion of self is most perceptive. 


Earl C. Kelley, Education for What Is Real. New York: Harper and 
Brothers, 1947. 

In this profoundly simple book Dr. Kelley shows that each human sees 
what is behind his own eyes. It describes and interprets demonstrations of 
the principles of perceiving which give unique meaning to the experiences 
of each individual. 


Robert Lindner, Must You Conform? New York: Rinehart and Company, 
Inc., 1956. 

An angry, insightful account of youth's state of mind in today's world. 
This book will challenge you to think seriously about the values of our day. 
His discussion of conformity raises many questions. 


Agnes E. Meyer, Education for a New Morality. New York: The Mac- 
millan Company, 1957. 

This Kappa Delta Pi lecture by a noted journalist “charts the new 
morality which the public schools must develop.” 


SECTION THREE 


How 
to Study Children 
and Louth 


The three chapters in this section express our deep belief 
that means cannot be separated from ends, that the student in train- 
ing to be a teacher cannot attain a mastery of his profession merely 
by reading about children and youth. He must ever thoughtfully 
apply the concepts and understandings he gains as he continues 
learning to become a teacher. 

We have urged you as you have read this book to study an indi- 
vidual child, to make group studies, and to take frequent soundings 
have pursued your studies. This 


you to utilize as you move 
you 


of your own responses while you 
section presents some concrete aids for 
along. You will find yourself turning to this section frequently as 


continue to learn to teach. 
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Study 
ol Group 


\ituations 


14 


F this chapter ' we take 
an analytical look at the organiza- 
tion and functioning of groups. Our 
purpose is to learn what we must 
look for as we study groups so that 
we may be able to respond more 
accurately to the many conflicting 
situations that arise in the class- 
room. Human behavior takes place 


1 The authors are indebted to Dr. 
Stella Gervasio, University of Wisconsin 
at Milwaukee, for her insightful reading 
and help with this chapter. 
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in groups. The individual is never "in orbit," circling around this lonely 
universe by himself. Even when he is alone, he carries within himself the 
groups of which he is a part. As you drive along in a car by yourself, for 
instance, vou imagine many group situations and role-play yourself and 
others. You say, “I'm just going for a little spin to think something out." 
Because we are human, we can talk with others even though they are 
not present. As we talk, we project a variety of situations out of which 
we refine our purposes, clarify our attitudes and values, and rehearse the 
roles we would like to assume. From such imaginary role-playing, we 
develop our capacities for self-criticism. Mead in Mind, Self and Society * 


indicates that this process of self-criticism is a social control that helps the 


individual to integrate himself and his actions to the processes and ex- 
periences of the groups in which he has membership. As the individual 
becomes aware of the attitudes of others and perceives how his own 
actions affect their attitudes, he consciously criticizes himself as a group 
member. 

Each of us reveals our human qualities in groups. We express empathy 
for each other. We communicate. We perceive ourselves, others, situations, 
and the complex relationships inherent in all of these. We respond to 
rules, limitations, authority. We accept responsibility or fail to do so. We 
develop friendships. We fall in love and establish homes, produce chil- 
dren. We work in groups. The quality of all these relationships is tested 
and realized in group situations. This makes it imperative that as teachers 
we become discerning about what happens in groups; that we learn the 
necessary skills to work in groups in constructive, challenging ways; that 
we learn how to help children and youth become effective group members. 

A group is difficult to study because of its complexity and because it 
is more than a sum of its parts. Furthermore, it does not stand still; 
moving objects create illusions and confusions. Most authorities agree 
today that groups do have some predictable developmental patterns; 
that while groups vary tremendously—depending upon their membership 
and their purposes—they also seem to grow through various stages. Group 
development depends to a great extent upon the leader's willingness to 


5 ; arge percentage Y s cannot in a 
give members freedom to grow. A large percentage of groups € : 


. TM MEAS OM 10 
! George II. Mead, Mind. Self and Society (Chicago: University of Chicago Press, 


1934) 
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psychological sense be termed groups because their members are not free 
o 
to exercise the functions that characterize group activity.? 


When a number of people come 
together for a purpose, a degree of 
of Group Growth uncertainty pervades the situation. 
If there is an appointed leader (in 
the classroom the teacher), the 
members look to him for direction and clarification. Dependency is the 
most noticeable quality of a beginning group. Accompanying this air of 
uncertainty is a certain amount of jockeying for position and testing of 
the leader, Group members explore their limits, test the authority, and 
assess methods that may work to influence the group and the leader. 
(Every beginning teacher has to live through this stage as he takes over 
a class on his own. This is one reason why student teaching is so unlike 
“real” teaching. The pupils have gone through the testing process with 
the regular teacher and have progressed to another stage of development.) 
Members expect to be told during this stage. Communication is ex- 
tensively two-way, between the leader and an individual member or the 
group as a whole, rather than multi-directional. Learning is limited to the 
information given by the leader and to his interpretations. Speaking figura- 
tively, we could say that this is the infant stage of the group. 

The second stage of group development may be likened to the toddler 
age when the favorite words are “No! Nol" A negativistic attitude pre- 
vails. Decisions are hard to come by. Bickering, hair-splitting, and special 
pleading come to the fore. This happens because as individual members 
become more sure of themselves and know what to expect of each other 
and of the leader, they begin to assert more independence. Some develop 
this independence much more readily than others. This results in sub- 
group formation and unevenness of procedure. Three people, for example, 
are united in their feelings that the group should ask Teacher Brown if 
they can have a picnic Friday afternoon. Four others feel as strongly 
that this is being presumptuous; another group proposes having the picnic 
after school without Mr. Brown. In other words, some members are much 
more ready to move ahead on their own in decision-making than others 
are; some are more inclined to treat the leader (teacher) as an absolute 


Developmental Stages 


3 William G. Hollister, “The Risks of Freedom-Giving Group Leadership,” Mental 
Hygiene, Vol. 41, No. 2, April 1947. 
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authority than others are. Perceptions of appropriate group behavior vary 
with individuals. > 

Because individuals bring to groups such a wide variety of internalized 
feelings and needs growing out of their own experiences, the formation 
of sub-groups is a necessary part of group development. Even small 
children have varying degrees of need for dependence. If you observe a 
nursery-school group, you discover some children able to make choices 
of activities and playmates without asking teacher while others must have 
teacher's approval for every move. The older the group—until adulthood 
is reached—the wider becomes the range of dependence among the mem- 
bers. This becomes clear when we realize that some adolescents are still 


as dependent as some nursery-school children while others function as 
mature adults. As we work with groups, we expect that a basic need 
around which sub-groups form and differ will be that of dependence. It 
helps to think of these sub-groups falling someplace along a dependence- 
independence continuum with extreme dependence representing one end 
of the continuum and extreme independence the other, as follows: 


— > > > —— 


Depende 
pendence Independence 


The wider the range along this continuum, the more difficult it is for the 
group to move out of the second stage of development. This dependence 
1$ expressed by reliance upon absolute authority. A corollary to the 
dependence-independence is the authority continuum: 


— — > — > > 
Independence 


Depei 
idence 
Democratic authority 


Absolute authority 


d individualized needs that serve as forces 
positions about inhibiting 
vidualizing behavior. Ex- 


Two other closely relate 
for sub-group formation are members’ predis 
or expressing feelings, and conforming or indi 
Pressed on a continuum these attitudes look like this: 


= —— ae 


Inhibitin g Expressing 
Conf, orming Individualizing 
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The attitudes of inhibiting feelings and conforming are expressed in 
groups by such expressions as: "You mustn't sav that. ... Miss Jones 
wouldn't like that.... We must all wear white shirts and ties in this class. 
...Lets all go to the dance in slacks.... Nice people don't lose their 
tempers. . . . Nice people sit up straight and keep their feet on the floor. . . . 
We line up to go to the bathroom in this school. . .. Oh, we always have 
a festival in April; we have done that for twenty-five years.” Quite obvi- 
ously not all individuals in a group feel the same about inhibiting feelings 
or conforming. Sub-groups then form around these issues. 

One other quality of group living that functions as a nucleus for sub- 
group formation is the continuum of competition—cooperation. The in- 
ternalized needs of individuals to compete vary greatly. Those who 
must compete tend to approach the tasks of group endeavor differently 
from those who have internalized cooperation. “Let’s see who can have 
the best group and do this in the shortest amount of time," is a motivation 
that will be grabbed with alacrity by some and ignored or resented by 
others. This quality functions in many, many different ways. A fifth grade 
gets in an argument about whether to give prizes for the best exhibit in 
the science fair; a junior class in high school debates whether they shall 
have a queen for their prom; contests are organized in elementary grades 
with the boys pitted against the girls; the room that has the most parents 
attending parent meetings is given a record or a geranium. 

As we observe emotions becoming crystallized around issues that 
have to do with internalized needs relating to dependence-independence, 
absolute authority-democratic authority, inhibition-freedom of expression, 
conformity-individuality, competition-cooperation, it becomes obvious that 
the second stage of group development requires consummate skill, creative 
listening and planning on the part of the teacher-leader. The group has 
to be maintenance-centered during this phase of its development. If it is 
not, it will disintegrate or regress to the infant stage. This is the period 
of development in which members complain about “waste of time.” Many 


members are insistent upon the leader’s making decisions so that “we can 
get on with our task.” Learnings need to be focused upon human relations 
rather than content. 

The third stage of group development may be called the adolescent 
period. The group by this time has cast aside much of its childish squab- 


bling. Much of the dependent behavior has matured to the point that 
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decisions may be reached on many matters without consulting the teacher. 
Implicit agreements have been reached about inhibitions, competition, 
and conformity. As with individuals, however, in times of crises the group 
may be thrown back to an earlier period of development. exbibet lera 


exists between wanting to be independent and luxuriate in the warmth of 
me leader's approval. A new emergent of interdependence is obvious at 
this stage. More decisions are reached by consensus. It takes less time to 
E to decisions. More give-and-take and sharing of responsibility exists. 
Attempts are made resolve sub-gr: ict : ring g it or 
ee 
mai de NT iis z in y 58 and make possible me 

ASKS. € group is more goal-centered, more purposive. 
Sub-groups complement each other rather than compete for ascendancy. 
Th leader is more dispensable because the group has a greater awareness 
of it own powers, motives, and goals. 

Finally, a few groups exist long cnough and give enough attention to 
the ways in which they function to mature into the kinds of groups that 
15 be described as adult. They tackle tough problems with an assurance 
P the challenge of the task and the respect of each for all will carry 
iain through successfully. An interdependent, cooperative approach is 
assumed, with decisions being tested in terms of consequences and com- 
mitment. Individual differences are accepted and used so that less time 
is required to work with intermember conflict. Sub-group membership 
tends to shift with the need for specific competencies. The functioning of 
all sub-groups overlaps. giving the total group structure cohesion and 
Strength. Intergroup relations tend to be constructive and enriching rather 
than threatening. 

Perhaps it is a mark of our lack of knowledge about groups that causes 
us to see so few really mature groups. Few leaders are ready to give a 
group the freedom it must have to grow. We must recognize, too, that 
the growth line of a group is not even, any more than the growth line of 
an individual is. Regression followed by spurts of progress ch 
a group has little to do with the age of the 
Some ten-year-olds conduct themselves more 
fifty-year-olds. A group 
apidly and with 


aracterizes 


Sroups. Being mature as 
members of the group. 
maturely in their group operations than do some 
dividuals is able to grow more r 


comprised i 
sed of mature ir 
omprised of less mature people. 


less grow} : 
SS growing pains than one e 
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All groups have certain com- 
mon factors and characteristics. To 
analyze the functioning of groups 
is difficult because all aspects are 
so interrelated; yet we cannot talk 
about all phases of a group at once. To establish some relationships among 
the various aspects of a group, we use a schematic approach. Imagine 
that you are looking at the cross-section of a ball which represents the 
inner workings of a group. The parts you see in the cross-section look as 
they do in the diagram below, but should you look a few seconds later, 
these inner workings may have shifted just as when you look through a 
kaleidoscope. You remember a group does not stay put. It is not static nor 
rigid. The only stable element to the phases of group life is that they all 
emanate from the nucleus of interaction-relationships. 


Description 


of Group Functioning 


9 Interaction = 
; 


E 


Interaction the Heart 


The heart of every group's functioning is interaction. This word does 
not have much specific meaning unless we see what is involved in inter- 
action. Interaction leads to relationships which lead to new interactions. 
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a is estimated that a teacher averages between three and four hundred 
interactions per hour in the classroom. Out of these interactions are built 
teacher-pupil relationships. Interaction and relationships are so much a 
part of each other that we show them separated only by a dotted line. 


Group Factors 


The nucleus of interaction-relationships functions in a group that has 
certain factors. These factors affect the quality of interaction and are also 
affected by the interaction themselves. They are described in a variety of 
ways in the literature about groups. We choose to think of them as being 
five in number—each intimately bound to all the rest; each a determiner as 
well as a determinant. They are structure, roles, atmosphere or climate, 
purpose, and activities. All of these are dynamic. They do not stay put. All 
of these factors affect the interaction-relationships and are affected in 
return. Each is interrelated with all. For example, structure helps create 
atmosphere; atmosphere encourages certain types of structure; purposes 
of the group affect both; roles vary as structure and atmosphere change; 
and activities change with purposes. 


Group Characteristics 


The third concentric circle in our diagram shows the group charac- 
teristics that emerge from the group factors. Each group comes to be 
characterized by the quality of its communicating, perceiving, valuing, 
and involvement. In one sense these characteristics are ends or results 
of the functioning of the various factors of the group. The structure of 
the group, for example, affects the involvement of the members, the kinds 
and degrees of communication, the ways of perceiving, and the valuing of 
group members, as do all the other group factors. If we had a readable 
way to show it, we would have an arrow running both ways from each 


of the factors to each of the characteristics. 


Group Goals 


we come to the generalized goals of all 
rn how to solve problems effectively, to 
ng in wider and more complex areas, 
ping solid, challenging relationships 
cle has come full around now, for 


Finally, in the outer circle 
group functioning, that is to lea 
have opportunities for decision-maki 
and to have opportunities for develo 
with ever more inclusiveness. Our cir 
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we started with relationships as the nucleus of groups and we come to 
relationships as one of the dynamic goals of groups. 
To be sure you understand the movable quality of what we are trying 
to picture, look at the diagram below: 
Jj c 
1 D 
"d 


< 


\ 


\ \ | 2 
Q. \ | / 
E 
[7 , 
Ps I 5 
a 
aes 
a : i 
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e 
(s [o 
in Y 
C-Communicating P-Perceiving 
L- Involvement V- Valuing 


In this second diagram we have attempted to correct the false im- 
pression of our first diagram by showing the manner in which each of the 
five factors is related to the four characteristics that it helps to produce. 
You may want to experiment with illustrating these concepts by construct- 
ing a three-dimensional model of a group so that you can move the parts 
to demonstrate the infinite poss 


ibilities of dynamic situations, or you may 

find it interesting to construct and experiment with some movable parts 

on a flannel board. 

| We are now ready to analyze 
sis of : É a 1 

Analys each of the factors and character- 

istics of a group so that we can 


perceive the critical points in the 


Group F 


functioning of each. 
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Group Structure 


Every group has a hierarchy of statuses within it; even small, informal, 
social groups tend to award certain members more and other members 
less status. This is known as group structure. In a mature group, that has 
as its goal the growth and development of individuals within the group, 
the status awarded an individual is the result of his ability to contribute 
to the purposes of the group. Thus, as activities change and different 
abilities are required, the status of individuals shifts. In a. group that 
functions maturely, the hierarchy of status is flexible and is related 
directly to the purposes and activities of the group. 

Since the concept of à mature group is more a figure of speech than 
a reality (remember we bring all our individual and immature needs to 
the group with us), status within a group often is determined by sex, 
age, wealth, social-class, number of years in the community or in the 
group, as well as by one's contribution to the group. In some groups of 
children and youth, status may be determined by size, or by the possession 
of the one baseball and bat on the block, or by owning the one hot rod, 
or perhaps by having the loudest voice. An illustration of size and new- 
vss affecting status comes from a study made by a student teacher of her 
class 


Larry’s status in the classroom is influenced by many factors. He and 
one other boy (J. B.) were taken out of their respective classes and put in 
with this group which has been together for three years and is consequently 
tightly knit and well used to one another. Larry’s position is made more 
difficult because he is the smallest and the youngest in the class—a fact of 
Which he is aware and which is something tangible for the class to pick on. 
For example, when Miss Agnew asked him to write something a little 
higher on the board, a few of the boys laughingly called out that he 
couldn't reach higher. Larry is able to laugh off and clown away these 
slights, but it comes out in other ways that these things do hurt him. For 
example, he once told Miss Goldstein that he feels very big in his bulky 
takes them off he’s still his same, skinny, small 


Winter things, but when he 
self! 

However, I do feel that the main reason for his partial rejection is his 
newness rather than his size. I say this because the other new boy who is 
large, athletic, and an all found: boy is also rejected to about the same 
degree as Larry. For example. when Neil, the largest boy in the class, had 
a birthday party. they were the only two boys in the class who were not 
invited. Inevitably, these two boys are drawn together, although they are 
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. 


by no means a tight little clique. Both, but particularly Larry, seem to be 
reaching out and striving to be more friendly with others. Larry often seems 
to be trying to relate to the much larger boys. 


TEACHER INFLUENTIAL FACTOR IN STRUCTURE. In the classroom the 
teacher is a determining factor in group structure. This is clearly demon- 
strated as we watch the same group of youngsters with different teachers. 
In one classroom a well-defined clique covertly may be making life mis- 
erable for the teacher, whereas in another classroom this same clique 


may be so actively involved in their own learning that they cease for the 
duration of the period to function as a clique. Pe 


rhaps you have heard 
a teacher reply to the remark, 


"I just can't seem to say anything that 
doesnt set Tom, Randy, and Bill into gales of laughter," with *I have 
never noticed them ganging up in my room." 


One student teacher describes the way she perceives her cooperating 
teacher affecting the structure of the classroom as follows: 


As I sce the group, it is a status-centered one. The teacher is the group 


leader and they follow her direction whenever she is present. This, I be- 
lieve, is what makes her feel that they are a "good group." When she "n 
present, she can control the group tempo without much trouble When she 
is not in a friendly mood, they feel it and stay out of the way (or else) 
At other times they know that they can relax a little more without having 


her get too upset about it. All in all I think they know just what they can 
and just what they cannot get away with, and when. 
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The teacher influences the structure of the group in at least four 
ways: (1) the controls he uses; (2) the rewards and punishments he uses; 
(3) the content of the learning situations; and (4) his perceptions of 
peer structure. We shall examine each of these ways briefly. 


CONTROLS UsED. Pupils expect teachers to define the limitations which 
the classroom situation places upon them. In this process the teacher 
begins to shape the structure of the group. The teacher has many choices 
available to him. The thoughtful teacher raises questions about controls, 
and examines the many alternatives; through self-criticism he comes to 
some tentative decisions about the degree of independence which the 
controls encourage. He recognizes, as he works to establish controls with 
boys and girls, that they are expert parrots. They soon become adept at 
repeating back to adults the admonitions they have heard so often. With 
solemn faces, they insist that they must not fight, or talk out-of-turn, or 
tease—only to go on participating in these acts so recently proclaimed 
nefarious. Discussions have little meaning unless the teacher leads the 
Broup to cut through the adult language which connotes imposed adult 
Standards, The teacher can judge his success in cutting through the 
pou by noting if youngsters talk about: When do we have to fight? 
Vhat do we do about teasing? How can we keep from talking-out? As 
the teacher thinks about controls, he asks himself: 


What is the proper source of controls: the teacher, the class, or both in 
Serious consultation? 

If controls are imposed by me (the teacher), what will this do to the 
Structure of the group? Will there be a greater or lesser tendency for the 
peer structure to be used effectively in our classroom? 

If controls are worked out together by teacher and pupils, who then inter- 
prets the appropriate manner to respond to controls? Who administers 


the regulations agreed upon? ! 
Are these children with their limited experience able to help set their own 


controls? 
How much formal control is necessary and desirable in this group? 
Should the same controls function for all alike or should we recognize 


individual needs and uniqueness in our system of controls? 


" As he contemplates these questions, the teacher recognizes that he 
l S to consider his own temperament, the former experiences of the mem 

ers of the class, and their expectations. He has also to recognize that the 
manner in which these questions are raised with the class is of vital im- 
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portance and affects the responses of the pupils. Youngsters soon “catch 
on” to the inner responses of the teacher and know whether it is safe to 
“hoist the storm flag" as one sixth-grade class did when teacher was in a 


bad mood. Past experiences and present expectations function in the 
social structure of the classroom because from these come our perceptions 
about the ways groups ought to function. The groups we have belonged 
to before serve as reference groups in helping us decide how we feel 
about the behavior of the present group. These reference groups function 
often on an unconscious level. For example, we may be completely un- 
aware of having accepted the dogma of a group that insists that children 
should obey adults implicitly until an incident occurs in which this value 
is challenged. Then we insist with great tenacity that “these kids just have 
to learn who is boss around here.” Thelen * refers to this type of reference 
group as a relic group for we seldom identify its members. The sources 
of authority in this group reach back to early childhood and frequently 
remain on an unconscious level. 

Each individual brings different reference groups to the classroom 
with him. He perceives the social structure of the classroom through the 
veils of these reference groups. If he has learned through his member- 
ship in other groups that controls are automatic, authoritarian, and over- 
powering, he may be greatly confused to discover that the present situa- 
tion is different. If he has learned that the structure of the classroom 
encourages a pretense of obedience with an undercurrent of "let's see how 
much we can get by with,” his feelings about a structure that encourages 
an open, frank, facing of problems as they arise are not likely to be noted 
for clarity or genuine understanding. The teacher must recognize that, 


while he is a potent factor in the social structure of the classroom and that 
while the way he uses controls inevitably 


affects this structure, his own 
expectations of outcomes are more realistic if he underst 


^ "ne 
ands his pupils 
perceptions. 

REWARDS AND PUNISHMENTS USED. As the status leader in the 


classroom, 
the teacher has much power and pull. Almost every beh 


avior of his m: 
be interpreted as having reward or punishment significance—a tone of 
voice, failure to see a hand waving, looking over a child's shoulder. 
his book, A thousand thoughtless acts add up to a perce 


sing 
using 


ption on the part 


t Herbert A. Thelen. Dynamics of Groups at Work ( 


Chicago: University of 
Chicago Press, 1954), pp. 231-24]. = $ 
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of the child that “He likes me, or he doesn't like me.” Much of the reward 
or punishment value in a situation is communicated. non-verbally. The 
warmth of voice, the twinkle in the eyes, the slight gesture of restraint 
or acceptance, the extra second teacher lingers by the desk—all are felt 
as denoting rejection or acceptance. They are expressions of empathy 
that the pupils interpret, usually with a great deal of validity. The teacher 
molds the structure by his distribution of rewards and punishments and 
by the manner in which they are administered. Numerous studies have 
shown that teachers tend to reinforce the social structure existing in the 
community; that middle- and upper-class pupils receive a dispropor- 
tionate amount of rewards and lower-class pupils receive a disproportion- 
* Observe in classrooms or Sunday Schools or 


ate amount of punishments.’ 
0 r str i i istri 
ther structured situations and see how rewards are distributed. Here are 


some of : ; 
ome of the ways a teacher rewards or punishes a pupil: 


Rewards 


Asking pupil to run an errand 
Appointing him for any special kind of duty 
Giving him some of the teacher's. authority. and responsibility to teach, 
: to give special help, to administer punishments, to make records 
aing on him when visitors are present 
ointing him out to other adults in a favorable light 
Appointing him to represent the class 
Pr ing him 
Giving him superior or excellent marks 
Entrusting him with special honors or givin 
Suggesting him for class or club officer 
Giving him, his possessions, or his clothes special notice 


g him special privileges 


Punishments 
PR the pupil in after school 
ointing him out to adults or peers in an unfavorable light (ridicule or 
Sarcasm) 
Giving him poor or failing marks 
Nagging him about his work 
Tgnoring him when visitors are present 
Anticipating that he will not do his assignments or will ge 
Depriving him of privileges that other pupils have 


Failing to notice him, his possessions, his clothes 
ence ds 


t into trouble 


(Br Louis E. Raths and Stephen Abrahamson, Student. Status and Social Class 
Onsville, N. Y.: Modern Education Service, Box 26), 1950. 
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As the teacher attempts to build a social structure that has qualities 
stimulating for growth, he asks himself these questions about his use of 
rewards and punishments: 


Am I aware of what factors influence my distribution of rewards and 
punishments? 


Am I aware of how the pupils see my distribution of rewards and punish- 
ments? 


How much do I appeal to extraneous motivation for the accomplishment 
of goals? 


Are the rewards given within the reach of all or only a select few? 
Are the norms established as worthy of reward consistent with democratic 


values, or do they tend to set people against each other, or to depreciate 
a variety of competencies and creativities? 


Many classrooms, reflecting all too accurately the success theme of 


American culture, place such a high value upon being successful that 
deviant behavior is 


actually encouraged. Let's see how this works. If 
success is interpreted as reading unusually well or receiving high marks, 
as it is in many classes, and only a small percentage can by definition 
attain these goals, then the remainder have two alternatives: to seek suc- 
cess by any means or to reject the goal as one worthy of attainment. Much 
of the deviant behavior of youth that our culture is coping with at the 
present time doubtless has its roots in this phenomenon. The success value 
is expressed all too well by Andrew Carnegie: “Be a king in your dreams. 
Say to yourself, ‘My place is at the top.” There's only room for one at the 
top—a precarious perch. When we motivate for this type of success, we 
motivate nearly everyone to seek the unattainable. The newcomer to our 


culture, the dark-skinned youth, the street boy of our city slums, the 
slowly developing child of ambitious p 


arents, the handicapped youngster 
soon sees that the only way he c 


an get to the top is by some devious means 
dilemma confronts him: "Shall I turn my 
back on the American dream or seek it by fair means or foul? What 
matters as long as I get to the top?" So we get cheating at West Point, 
scoffing at learning, derision of adults who are associated with schooling, 
and a mutinous attitude toward authority. If we are to obtain desirable 
types of behavior, we must study the social structure in our classrooms 
to see how compatible the means and ends we use are with the realizable 


not sanctioned by society. A 


goals of those we teach. 
g 
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ACCEPTABLE CONTENT. In addition to the controls used and the re- 
wards and punishments given out by the teacher, the content of the class- 
room has a vital effect upon structure. The teacher, in cooperation with 
his pupils, attempts to design a challenging, growth-giving program. He 
asks himself and the learners questions such as these: What activities are 
acceptable as a part of our learning experiences? How do we decide how 
we shall spend our time together, what we shall work on, what we need 
to learn? How wide is the variety of activity that is rewarded? Is the girl 
Who makes pretty pictures rewarded as respectably as the one who reads 
Atlantic Monthly? Are the stage-hands considered as important to the 
Show as the actors? Does Georgia feel free to admit without loss of respect 
that she can't read that fifth-grade book? All these considerations affect 
the structure that is constantly changing and evolving. Whatever its form, 
itis pushing, shaping, and affecting the pupils and what they learn. If the 
Content is boring, limited, not related to the interests of the learners, we 


2 X * 
an expect extraneous facts to influence the structure. 


AWARENESS OF PEER STRUCTURE. In every classroom, growing in strength 
^a the pupils grow, a peer structure exists which is functioning alongside, 
™ conflict with, or in harmony with the structure that we have been dis- 
cussing, The teacher can never know this structure completely, for he is 
Outside it. To the degree that he understands its existence, its sanctions 


any non-sanctions, its patterns and practices, he will be able to com- 


municate effectively with those he teaches. 

You recall we defined structure as the hierarchy of statuses w 
Sroup. To discover the statuses that boys and girls ascribe to each other, 
is € teacher has to know their choice patterns in a wide variety of situa- 
tions. This is known as sociometry; it is employed by asking pupils to 
make choices of the three or five people whom they would select fora 
Blven task Or sion. To learn the techniques of sociometry, we 
refer you to Sociometry and Group Relations." The teacher may also give 

1 Pupils a chance to express their dislikes by choosing anyone whom 
S especially would not want to work or be with. 
From the data secured from the sociogram (a picture of choices, de- 


veloped by the teacher), the teacher learns in a rather precise way about 
he finds out which children have 


ithin the 


a given occa 


i: [ 1 B 
— social structure. For instance, 
(Washington, D. C: 


6 


Ameri Helen Hall Jennings, Sociometry and Group Relations 


can Council on Education, 1951). 
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been chosen most frequently. These are called (unfortunately, we be- 
lieve) the "stars." Some discrectly put questions, a lot of attentive listen- 
ing, and sound reflection by the teacher usually makes clear the reasons 
why these people have been so frequently chosen. 

Likewise the teacher finds out which children have not been chosen 
by anyone. These are called the “isolates.” They are usually people who, 


if absent, would not be missed. One cannot keep from reflecting what 
their feelings are in a social climate of this type! If 


sought, the teacher learns which of the pupils are 
rejected by enough of the class that they live 
the teacher is not content to know who: he 
command to discover why. Some rese 


dislikes have been 
actively and vigorously 
in a negative climate. Again, 

searches in all the ways at his 
arch seems to indicate that the 
mental health of the rejectees is more positive than that of the isolates. At 
least in being rejected they have succeeded in being felt. j E 

A fourth characteristic that the te 


acher looks for as he studies choice 
patterns are the mutual choices. One of the principles that applies here 
is that the more mutuals in a group the greater the cohe 
group. The teacher also examines the other choices of mutuals to see how 
alike or different they are. 


siveness of the 


Another important characteristic of the structure of the group that 
: 

sociometry yields is the sub-group formation. Some sub-groups are so 

rigidly structured that they become cliques: that is, no one chooses any- 

l $ me an outsider has little 

chance of getting into the group. Other sub-groups are composed of a 


much-chosen individual and the three or four people to whom he is the 


one outside the membership of the sub-group, and 
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center of choice. Sometimes the sub-groups are formed bv neighborhood 
potius in some instances they cluster around two rival boys or girls or 
à rival boy and girl: sometimes participants in à very popular Out⸗ol⸗ 
school activity form the basis for sub-group membership. For instance, 
in sore suburban communities the voungsters who take dancing lessons 
at "Madame Dubarry's Salon? may form one group who tend to "stick 
together" and exclude those who don't. Children who ride the bus to a 
aote i fc a sub-group. Sometimes you find all the small boys 
Sip D 1 n there is strength.“ they scem to be saying. 
E c eue for the sub-group formation, it is helpful for the 
8 "aw the membership of sub-groups, the reasons for the sub- 
7 ups existing, and the degree of rigidity of the groups: the youngsters 
ican know these facts and function in relation to them. Timothy, 
or instance, was working on sub-group membership in this case: 


ON ass are times when you can actually see that ‘Timothy is trying to 
fag, 5 of the sub-groups. One particular incident was very reveal- 
The Ou E bad asked if they could make stuffed animals for Easter. 
Bees K 2 med to allow them to do this if 1 agreed to cut out the 
8 dis the first time that they had done anything like this and 
353 a lot of excitement in the room. The group broke into 
Han l ips as they worked. Many of the children were having trouble 

ig a needle. Timothy had no trouble at all. He was always one step 
ahead of the rest of the group. As soon as the children noticed his work 
and started to comment that he was ahead of them, he slowed down and 
tried to help them. He went from group to group and offered to thread 
needles, turn the animals inside out or stuff them as needed. His animal 
was the first one to be finished and the teacher put it up as a sample until 
ted. You could just see Timothy beam as differ- 
ame into the room noticed his stuffed animal. 
I had come to the class. He had finally 
The rest of the group looked up to him 


the others were also comple 
n teachers or students who ¢ 
sess seen him so happy since 

something he coukl do well. 
and yet felt good about him for hadu't he helped them, too? 


a goal in studying peer structure is to develop à fluid 
ate in which choices tend to become more inclusive 
th. This goal is never accomplished by 
as it is known and felt by the pupils. 


and are made for 


hips sd. with grow 
It is pis ighting the peer struc k 5 T 
Propri; nplished by consciously building a climate in Which a more ap 

Priate structure emerges. 
available to the teacher in learning about 


Al 
though other means are 
most complete and precise picture. 


the 
> peer str x P 
peer structure, sociometry gives the 


390 


STUDY OF GROUP SITUATIONS 


The knowledge gained by sociometry should be supplemented by careful 
observation, parent conferences, interviews with pupils, and any other 
creative ways of learning what makes these boys and girls tick. Many of 
these tools are discussed in the following chapter. 

By understanding the structure, the teacher learns the quality and 
flow of communication in the group. One of the studies made of the 
sociometric data is the chains of communication that exist in the group. 
Have you ever worked with a group in which everything seemed to be- 
come known and was clearly understood almost instantly? Contrast this 
to the group in which, after much discussion of a plan, first one and 
then another pupil comes up with a question that has been answered many 
times before. We now know that youngsters receive much of their informa- 
tion from each other. If important links in communication are missing, 


the teacher may anticipate difficulty in having information understood. 

Let's illustrate: Out of ten boys, we find that all communicate or would 
like to communicate with Elliot, but Elliot only communicates with four. 
We then have a two-way communication System between Elliot and four 
of the ten, which looks like the diagram below, The four boys also com- 


municate with each other. The remainder are not only out of communica- 
tion with Elliot, but with the other four. Here then is a definite break in 
our link. If even one of these four comn 


nunicated with one of the other 
five, the flow could get around without a break. 


Let us suppose that of the five, two talk with each other, one talks to 
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no one, and the remaining two talk with each other. We have a picture like 
the following diagram. Now we have five additional breaks in our com- 


Broken line indicates SS ee 
HO communication. ' 


Í Break 
I 


\ Secondary 
\ Break 
X 


b — — —— 


Break 


munication link, We have six primary breaks in communication among 
the ten people, and a number of secondary breaks. The teacher is going 
to have to make sure that each sub-group understands its responsibilities, 
°F contrive a kind of grouping that cuts across sub-group lines, if he is to 
Prevent a breakdown in communication. 

. Perception is also affected by structure. If the structure imposes social 
Isolation upon a member of the group, he will doubtless come to see him- 
Self as an isolate and begin to behave like one. If the structure is a punitive 
one in w ar teachers, the pupils’ perceptions of all 
adults in authority tend to take on this feeling of fear. Some interesting 
Studies reveal the effects of structure upon pecr relationships. Individuals 
um to change their judgments to conform to the judgments of peer 
m dn even when the evidence is clearly contrary to the judgments of 

peer leaders.“ 


bun Obviously, the quality of valuing and 
S changes. A group dominated by a we 


hich pupils learn to fe 


of involvement change as struc- 
Il-intentioned but strong clique, 


(New Ruth W. Berenda, The Influence of the Group on the Judgments of Children 


York: King’s Crown Press, 1950). 
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sanctioned even unconsciously by the teacher, results in a different hier- 
archy of status than one in which the teacher is aware of the structure 


and is contriving to keep it fluid and compatible with the greatest growth 
of the largest number. 


STUDY OF TEACHER'S EFFECTS UPON STRUCTURE. In "Group Emotion 
and Leadership," * Redl describes ten types of centr: 
enough influence upon the group to be instrument 
because of the emotions they are able 


al persons who exert 
al in group formation 
to evoke. Four of these types, as 
types are applicable to any adult- 
s to evoke emotions by becoming an 
basis of either love or fear. Clearly a dif- 


exists in these two situations. The teacher with 
whom the children identify on the b 
of the children, secures the d 


he describes them, are teachers; the 
child relationship. A teacher serve 
object of identification on the 
ferent social structure 


asis of love, by recognizing the drives 
esire of the children to be like him. Outward 
pressure is seldom necessary to maintain order and a work atmosphere. 
The teacher with whom the children identify on the basis of fear secures 
stioning obedience. Now and then 
at which time he 
pupils have truly identified with ; 
into their own personalities, 


easy submission and unque a youngster 
dares to rebel finds everyone against him for these 


ind incorporated the teacher's values 
Another basis for becoming à central person in a group is as an object 
ssive drives. Doubtless the reader recalls 
some attractive young teacher he has had who served 

tional release for a group of students, much as Liberace serves for 
audiences of middle-aged women. All of us have observed the teacher who 
was such an object of hatred that whenever pupils came together, Mrs. 
——— was hung from a limb in effigy. She was serving as in object of 
aggressive drives. Each of these types of teachers has am 

lishing and maintaining the structure of the cl 
try to analyze the structure he obse 
teacher's role in its development. 


for either love drives or aggre 


as the focal emo- 


ajor role in estab- 
assroom. The reader might 


Tves in classrooms and identify the 


Group Roles 
tion are the dyn 
it. As she 


The roles one plays in a given situ: 


amic aspects of 
one's status. Trudy is the class presider 


carries out this status 
Fritz Redl, "Group. Emotion and Leadership.” in Small Groups, 
Borgatta, and Bales (New York: 


Alfred A, Knopf. 1955), pp. 71-86, 


eds., Hare, 
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position, she assumes a variety of roles that give her status its dynamic 
quality. Every human being has the capacity to play more roles than he 
ordinarily does. One of the goals of group living is to release cach indi- 
vidual to feel competent to play a variety of roles, and to structure the 
situation so that he has opportunities to play these roles. We often hear 
teachers remark that Susie, Linda, and Chuck do everything so well. They 
are so dependable. These three are counted on to carry out a wide variety 
of roles—often at the expense of others who need the experience of trying 
out what they can do. Sometimes we forget that school is a place to learn, 
hot a place to perform already learned roles. When we fail to give the less 
competent a chance to learn new roles, we also short-change the more 
competent, for they might well be learning the roles of encourager, 
facilitator, and expeditor—roles denied them as long as they are the doers, 
the initiators, The roles we play differ from one situation to another. I 
am a different me when I am giving a lecture to an unknown audience 
than when Lam teaching my own classes. I am a still different me when 
entertaining friends in mv home or hunting wild flowers in the spring. 
ROLE COMPATIBILITY NECESSARY FOR MENTAL HEALTH. The roles we 
play may be compatible or incompatible with cach other. Sad is the plight 
of one who feels he must play a role not in tune with his life-style! If the 
roles i the strain on 


are too incompatible and are required too frequently, 
Mental health is considerable. The unity of personality is eaten away and 
broken up. The discerning teacher studies the compatibility of roles sanc- 
tioned by the school. One common incompatibility of role occurs when we 


ad N £ 1 ; T 
monish pupils to love one another, to be unselfish, to share with others, 


and ji nah ep a ey 
and in the next breath we urge defeating one s friends and playmates by 


Winning f; : 5 
ning first prize or making the highest marks. 


CLARITY OF ROLE EXPECTATION NECESSARY. Another factor the teacher 
SIUE Study is how clearly the boys and girls with whom we work under- 
stand the demands of the roles they are expected to assume. Lack of 
Clarity ids to frustration and anxiety. Indeed, teach- 


in role expectation led 
teach- 


ers have considerable difficulty in clarifying their own roles. Some 
ers assume that they cannot teach and become involved in controversial 
Questions, Some teachers assume that they can, and they do, only to dis- 
“Over that the community (or some vocal part of it) has a different ex- 
Pectation of the roles of teachers. Teachers have to help their pupils 
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think through carefully what is expected of the different roles they assume. 
A prior step, of course, is to make sure that the classroom experience gives 
ample opportunity for “trying-on” a variety of roles in circumstances 
where the pupils can afford to make mistakes. 

A well-established practice in schools is to have someone in the class- 
room responsible for helping visitors to enjoy their visit 
the procedures of the class. The possible interpret 
a wide margin of uncert 


and to understand 
ations of this role leave 


ainty for the inexperienced host. The designated 
pupil may interpret his role as one of isolating the visitor from the rest of 


the class. Has he not been assigned the task of caring for the visitor's 
wants? He may interpret his role as just seating the visitor and introducing 
him to someone close by who would then carry on. He may contrive so 
that the visitor is limited to becoming acquainted with his special friends 
only. He may interpret his role as one of planning the visitor's entire time. 
Just what is expected of the individual who has the responsibility of host 
or hostess? Unless the individual understands what others expect of his 
role, he stands a good chance of carrying out his role in such a way that 
others are dissatisfied, He may develop anxiety and a sense of failure be- 
cause he does not know what is expected of him. 

The ways we perceive our roles depe 
needs and our ability to put ourselves in the other's place accurately 
enough to gain an added dimension to the perceptions of our own indi- 
vidual needs. To return to our host, let us Suppose that the pupil desig- 
nated for this role needed much attention, Acting only on his own needs, 
he might be led to “hog” the visitor’s time and attention, If he has had 
some chance to build a self-other perception, his individu 
chance of being diluted by the process of sel 
he must share the visitor, 


One teacher describes how she helped one shy child to understand her 
role as follows: 


nd upon our own individual 


al needs have a 
f-criticism so that he knows 


I decided to help Barbara 


position where she could help her classmates in something she ne apable 
of doing. It is now Barbara's turn to be in charge of X. 5 — E mer 
We stayed after school one afternoon and Went over all the dash s nii 
ning the paint corner. It was important that Barbara should fe 1 : nfident 
about every detail of the job. Barbara sets up the paint cor, à € da 

calls the children who paint that day, gets them the stitial in 
helps them mix paints, and cleans up, and hangs their paths E dr 1 
I think the children sense they can depend on her. I can d — they 


come out of her shell b. 
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go to her with their problems about the paint corner or their needs for 
more materials. She is now in a position to talk to all children in the class— 
a few weeks ago she spoke to no one. 


Barbara was not only learning the roles expected of one wn is tn siege 
"n paints, but she was also gaining necessary skill and confidence to 
assume other roles that up to this time had been outside the realm of pos- 
sibility for her. 


NECESSARY TO STUDY REWARDS GIVEN ROLES. The rewards given roles 
Assumed—if narrowly conceived—lead to frustration. Wise teachers analyze 
what they reward in their classrooms. If rewards are limited to a narrow 
range of role-taking activities, a major part of the group is being frustrated. 
The most common “prize” role in the elementary school is to be a “good 
reader.“ Now if all or the majority of the children read as well as the 

good reader," he is no longer the good reader and the role has lost its 
— If only the good readers, who by definition must be few, 
050 niii in the form of added prestige from the teacher, those who 
lbs bem : goed readers must necessarily feel inferior. Today we seem to 
tific di. m ewarding above all others Wage Who have unusual Selen 
Stienge y. ug seems to be a n to direct many individuals ito 

who will be mediocre scientists, but who might be superb social 


Workers + È 1 5 
kers, teachers, artists, musicians, or... 


GROUP ROLES As SEEN BY PEERS. A teacher has little knowledge of a 
i ts he perceives the roles that boys and girls assign to each other 
tits aig Situations and understands the probable responses of each of 
ni 1 to the emergents that develop from the functioning of these 
usuall "isa social psychologists have built categories of roles that are 
— y ound in groups. You will probably attach more meaning to any 

Borization if you try developing one of your own as you study a group. 

9r some interesting categories, we refer you to Benne and Sheats,“ 
3 unningham, c and Redl. In most groups, we find individuals who may 
2° designated as leaders, clowns, attention-getters, hair-splitters, organiz- 


" Kenneth Benne and Paul Sheats, "F unctional Roles of Group Members," The 


Journa] 
of Social Issues, Spring 1948, pp. 41-49. 
York. | Ruth Cunningham. Unierstanding Group Behavior of Boys and Girls (New 
‘ Bureau of Publications, Columbia University, 1951). — 
eads., > 


Frit E i lership." in Small Groups, 
B itz Redl, "Group Emotion and Leacership. 7 
?rgatta, Bales (New York: Alfred A. Knopf, 1955), pp. 71586. 
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ers, idea people, bullies, model pupils, harmonizers, information-seckers 
5 


and givers, opinion-seekers and givers, clarifiers, elaborators, evaluators, 
e > 
monopolizers, blockers. 


One teacher's analysis of some of the roles she found in her group 
gives an idea of how a role analysis of a class is made: 


Freddy in my fifth-grade class is an e 
who takes the initiative in the group and who leads the entire group. Even 
in smaller groups, he is the aggressor and ofte 
toward its goal. Yet, he is also helpful in maint 
everyone's suggestions into consideration > 
off the topic. He offers constructive criticisms concerning the suggestions of 
his classmates and does his job so well that he doe: 
the group or monopolize the situation. 

Billy is another boy who plays 


asily detected leader. He is a boy 


n carries the whole group 
aining the group, for he takes 
and keeps them from straying 


5 not seem to dominate 


an important role, but of a different 
type. He is the maintainer and staunch worker, the dependable type who 
can work successfully with any of his classmates. Ruthie joins Billy 
in his role of maintenance. Bobby B., on the other hand, is the "inspiration 
man." He has lots of ideas, but has very poor c; ying-through powers. He 
leaves this to the “old dependables” in the group such as Billy and Ruthie. 

Jeffry is a leader sometimes, such as in the . 
current events. However, most of the time he 
without cooperating with anyone, 

Then there is Jim, the 
recognition . .. walks aro 
looking at displays around the room, 
the like. Last Thursday, I timed him 
consecutive minute 
vice-chairman, sei 


area of maps, animals, and 
enjoys working on his own 


attention-getter, 


He will do anything to gain 
und all day, 


sharpening pencils, going outside. 
getting up to talk to his friends, and 
. he did not sit in his seat for five 
s. In group work, he must always have a title such as 


cretary .. , anything to get attention. Most people in the 
group do not like to work with Jim. 


The role of the class clown Sees to Bobby R. with Jonny S. a close 
runner-up. This boy can make a joke out of anything, and the class recog- 
nizes him as a comedian, This is a device he uses to get attention. In com- 
mittee work, Bobby usually can coerce someone in the group to do his 
work for him. Evervone likes Bobby because of his jokes, 

Jerilyn is one of those people who must have everything perfect and 
neat. She recopies and recopies page after page. As far as directions are 
concerned, she, as well as Jeff, must have everything spelled out for her 
so that she knows, without hesit at she must dö: All day her ques- 
tions concern detail. Jerilyn and Jeff are real hair-splitters. Yet, you. can 
count on Jerilyn working well in a group and producing satisfactory results. 
Jerry is a follower. He must have approval of his work constantly, “Is this 
right? What should I do next?” 


: Jerry needs ation for guidance. 
He does not work very steadily alone. 


ation, wh 


a group situ 
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A somewhat more dynamic description of roles was made by this 
student teacher: 


When they are not being closely supervised, one can easily pick out 
the indigenous group leaders. This leadership shifts from time to time and 
from activity to activity. There are two group leaders in the class. A girl 
(Melanie) and a boy (Warren). Both of these children are older than 
most of the others, and they are both larger. They sit in the back of the 
room (not near each other). It is interesting to note that these two do not 
like each other, and they never do things together. They dislike each other 
and are very quick to tell anyone about it. (This is a sixth-grade class. 
The boy-girl rivalry is not uncommon at this age.) 

There are also other leaders in the group, but they are activity-group 
leaders. Leslie is the group leader on the playground. He is a very active 
child and is good in all the games and dances. He is always chosen (by the 
children as well as by the teacher) to lead their games. Monieva is the 
group leader whenever the activity centers around music. These children, 
and others, are task-oriented leaders. Their purpose is to see that a certain 
activity is carried out. There is only one child in the group that I would 
say is maintenance-oriented. She will do all she can to keep the group 
together. She often speaks out of turn to let us know that it is time to do 
one thing or another. The teacher calls this child the class mother. As in 
all groups, we have some children who are individually oriented. These 
children can be the most disruptive influences in the group when the 
teacher is trying to teach a lesson or when the group is trying to accom- 
plish a purpose. 

If I were asked to classify Hezekiah’s role in the group I would have 
to say that he is individually oriented. He is what one might call an 
attention-seeker, He is not a ‘class leader nor have I ever seen him play 
the role of a sub-group leader. At times he will try to help me maintain 
the group, but these times are rare. Hezekiah seems to be trying to become 
Part of the group, and up to this time he has been unable to do so. As à 
and sometimes sulky. 
on the playground, Hezekiah 


result he has become aggressive, belligerent, 
One morning when the group was outside 
Was standing by the fence looking at the group. He would run his feet 
Ping the fence, turn around, swing his arms, or just stand and look at the 
children playing. The teacher asked him why he didn't join the rest of 
Er group and he just looked at her and said, “Cause ] don't feel like it. 
All she could do was shake her head and say, "That's a terrible way for 
ne likes you." I wondered how this 


a little boy to act. No wonder no 0 i 
Hezekiah. 


teacher could see so little of what was going on inside 
Teache aying of certain 


ace a different value on the pl 
roles th 


rs sometimes pl 
ed to place a positive value on the 


an do pupils. We are inclin 
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model boy or girl, on the organizer, on the idea man, but pupils may : 
these roles as quite negative. What teacher does not long tox a goodly 
number of serious-minded, work-inclined, obedient pupils! Yet, if we re- 
ward the roles demanding these qualities to the exclusion of those who 
seek another way to solve the problem, or who have an alternate sugges- 
tion as to how we should spend our class day, or who come to school with 
a favorite gag they wish to try out on their classmates, we do an injustice 
to those we teach. We make it easy for youngsters to label their class- 


ates, who are playing some highly constructive roles, as teacher's pet, 
sissy, apple-polisher, and the like. 


To secure additional information 
hand at writing some general de 
and then ask each pupil to list t 
individuals who fit each descri 


about roles in any group, try your 
scriptions of the roles you find in a group, 
he names, including his own name, of the 
ption. If you, too, carry out the activity, 
you will discover how your perceptions of roles differ from the pictures 
the pupils have, For instance, a description of a clown might read: "Here 
is someone who is always ‘cutting up.’ He likes to play jokes on people. He 


wants people to think he is funny and to laugh at the things he does and 
says.” A number of such descriptive 


paragraphs of the most obvious roles 
in the group furnishes the material to which the pupils and you respond. 
As you study these responses, you 


1 get three kinds of perceptions: the 


ach other; each individual's perceptions of his 
roles; the teacher’s perceptions of roles 


assumed by class members. Inter- 
esting comparisons of Perceptions can be made, 


roles classmates assign to e 


Here are some questions we think important for teachers to ask them- 

selves as they study roles in their groups: 

What roles do I find n 

What roles does this group lack? 

Who tends to play what roles? 

How much flexibility is there among the youngsters in role 
that is, do I tend to find the same individuals 
regardless of what we are doing? 

What kinds of activities tend 

How does e 


epresented in this group? 


assumption; 
assuming the same roles 
to 
ach of the group a i l- 
a 7 ole he has assumed is cha 
lenged? Suppose Theresa volunteers to referee the b: 
group turns down her offer. 
group, seek the teacher's help, or... ? 
How does each act when the 


: Sroup accepts the role h r pres- 
sures him to change his role? p e assumes, or p. 
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How jealous is each individual of the roles he tends to accept in the group? 
Is he willing to relinquish his place on the room committee to someone 
who has not vet served, for instance? 

How much feeling for the group ( pride, joy, acceptance, rejection, indif- 
ference, ambition) do his roles reveal? 

How are the boys and girls working on their own needs by the roles they 
assume? One student gives an excellent illustration of this as follows: 
Most of Larry's efforts this term have been fixed on "belonging." With 
him the effort has been so determined and consistent that it was impos- 
sible to miss. With other children it is far less apparent and unless I was 
deliberately looking for it, I think that I might not have noticed how 
universal this goal is. I can see now how this drive reacts differently 
in children and how it explains much of their behavior. It accounts for 
the seemingly vicious and irrational act of filling a lavatory knee-deep 
with toilet paper on the part of a wealthy but isolated child. It explains 
the silent withdrawal of another, or the malicious destruction of a 
neighbor's property by still another. It can account for the creation of 
a scapegoat, and conversely for a hero. Every child is striving to belong 
—one by buying his friends with rides in his junior Thunderbird, another 
by making a clown of himself for the class’ entertainment, and still 
another by always being the "good guy." The teacher's. responsibility 
is to help the child find a place in his social milieu by creating an atmos- 
phere which is accepting of all children and of all kinds of ability. If the 
teacher can really help the children to see that this is possible, and then 
if he can create situations that illustrate his belief, I think it will help 
children to believe and act upon the idea in their own peer relations. 


Answers to these questions give the teacher the kind of information he 
“tia to understand the ways in which group roles are functioning and 
now he can improve the learning environment. The teacher uses this 


ir ion i 
nformation in these ways: 


If necessary roles are missing, he works with group members to help them 
realize that the group needs an evaluator, an information-giver, or 
whatever roles are lacking. The lack of roles is not always apparent until 
One begins to look for this information. 

If Pupils are confining themselves to a narrow range of roles, the teacher 
tries to set the stage for wider role assumption. He may find that the 
types of activities in the classroom require only a narrow range of ae 
that to help boys and girls learn to assume other roles, other types o 
Activities are required. Or perhaps the group has come to depend spon 
a few of their classmates to carry the ball and the others have develope 


the habit of sitting back with the attitude of, “Let George do it.” 
o g back w : Ó : Haring 
If individual pupils reveal difficulty in handling such matters Y rn 


taking tur ing rejected, challenged or pressured, the tea 
g ns, being rej ; 
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with the particular individual. Certain of these problems may be endemic 
to certain groups and need to be tackled as group problems. 


Group Atmosphere 

The atmosphere or climate of a group in many ways seems to be a 
product of the structure and roles found in a group; yet it is so definable 
a factor that we consider it separately. Groups develop distinctive atmos- 
pheres. We often speak of a group that gets things done, a group that 
finds it hard to settle down to business, a group that is easily upset, a 
group that is argumentative. If you spend any amount of time in a group 
day after day, you come to expect a certain quality in the climate or 


atmosphere of that group. This is a factor that helps us to recognize one 
group from another. 

The atmosphere in the same group varies. Sometimes we step inside 
a classroom and we know immediately that this is the wrong day to visit 
that room just as we sometimes sense this in f. 
We feel the tenseness in the 


amilies when we drop in. 
air, although we would be hard put to 
identify what causes it. 


As we are learning about human behavior, we want to develop some 
understanding about what produces certain types of atmosphere. As we 
mentioned earlier, structure and roles are certainly important aspects of 
group atmosphere. If the structure is rigidly controlled, we usually get 
an atmosphere that has slight toleration for the unexpected. If the control 
used is fear, we get an atmosphere that feels different from that in which 


the control is love. That the distribution and flexibility of role assumption 
affects the atmosphere is obvious. Watch for typical 


rooms and try to discover what creates cert 
can find out what kinds of moods are associated with certain activities. Do 
you hear the group saying, “Oh, do we have to have spelling today?” or 
acting as if they were saying it? Or do you hear, “Teacher, it’s time for 
spelling!” How does the group respond to cle 
a mutinous mood, a horsepl 
following moods 


atmospheres in class- 
ain moods in groups. See if you 


an-up? Does it put them in 

aying mood, or is it done matter-of-factly? The 

are frequently observed in à group: restless, disorgan- 

ized, tense, morose, punitive, silly, peaceful, quiet, reflective, 
> active, curious. 

Another aspect of group 


appreciative, 
good-humored, overly-active 

atmosphere that requires study is group 
manageability. Some groups are 


much easier to handle than others. Doubt- 
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less the personality structure of the members makes a great difference. 
One individual may infect the entire group with a certain mood and make 
it unmanageable. Such a boy was Auroro: 


One morning in particular I noticed that things were starting off very 
well. Some of the more industrious children had come in first and started 
to work on their logs while some of the so-called trouble-makers had not 
yet arrived. At 8:55 most of the group was working quietly and I was 
smiling to myself. This was going to be a good day for all, or so I thought. 
At 8:59 Auroro came in. It didn't take me long to find out that this was 
going to be one of his bad days. He didn't have his notebook with him, 
so I gave him some paper to do his log on. He sat and looked at the paper, 
then he said, "I can't do my log. I have no pencil." I gave him a pencil. 
Again he just sat there. I thought that I had better leave well enough alone 
and said nothing. But Auroro was not satisfied with my reaction. He 
shouted, “I can't remember anything we done yesterday.” By this time 
the group was beginning to get restless, so I asked several children to read 
their logs. Auroro was angry and shouted out, "I ain't done mine yet." 
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Within a half hour the group was almost as restless and out of — 2 
Auroro. They could not do any independent work, nor could thay pius 
for any length of time. That morning during recess nothing was M EE 
Neither the teacher nor I could keep them controlled. By now Auroro h: 


calmed down a little, but the group had caught the fever and they had it 
all the long day. 


Some of the facets to explore as you study the manageability of groups 
are: 


How manage 
known? 
How easily are the 
How much can the 
by themselves? 
What activities seem to leave tl 

What do they do when they become unmanageable? 

How do they relate to me, the adult, when they become unmanageable? 
Do they argue, fight, call names? Do they stick together in their defiance 
of authority? 


able is this group as compared with other groups I have 


y thrown into a panic or upset? 
y do independently, and what activities can they manage 


1e group in an unmanageable state? 


Many of these questions are “touched on" in this analysis of group 
atmosphere: 


Certain attitudes or 
The children are calmer in the morning 


such subjects as arithmetic and science 
their attention. After lunch, they are 
Knowing this, we usually schedule 


moods are apparent when certain activities occur. 


and more able to concentrate on 
or anything else which requires 
a bit unruly and are less controllable. 


a light curriculum for the afternoon. 
Just before recess the class gets a bit jumpy. After they have let off steam 


at recess, they are able to sit and concentrate better. They are also less 
controllable on rainy days as compared with sunny ones. This may well be 


because they are indoors so much. If the class must sit for a period of 
forty-five minutes, they require 


y an activity that lets them walk around, 
otherwise they are restless. Special periods often create excite 
class. The boys are better beh 


aved when they h 
and definite to work on than when they have musi 


ment in my 
ave something concrete 
€ or creative writing. 
A further facet of group atmosphere is to stud 
for deviant behavior. Peer groups have their own 
coincide with the adult standards which are 
This code covers such areas o£ behavior as t 
conforming to teacher demands, conform 
and rejection of items of dress, speech, m 


y the group's toleration 
code. It may or may not 
generally seen as imposed. 
attling, helping the teacher, 
ing to peer rituals, acceptance 
anners, and other similar things. 
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We think the following analysis shows an insightful understanding of 
peer codes. 


The "teacher's pet" in my class is not considered one of the gang. If a 
child called another the "teacher's pet," that child would consider it an 
insult. However, I've noticed that no one criticizes Mary when she brings 
apples or candy to the teacher. They all accept her as a child who does 
exactly as she pleases, and lives inside herself. In fact, they are generally 
kind to Mary, except at dancing time when the boys have to choose 
partners. They generally consider themselves "stuck" when they get Mary 
as a partner, although she is a good dancer. They make the best of it. 
If you are intelligent or clever in this group, you are admired and respected. 
The children who do their work well are very popular. 

According to the code, you are not supposed to gi 
Or attention to the teacher, that is, to converse very often on your ov 
time. Very often Freddy or one of the others will stall fixing his books or 
desk at dismissal time, and when the class leaves, he comes up to me fora 
discussion of some subject or problem. However, disrespect to the teacher 
is not accepted. On one occasion, one of the boys answered very fresh 
to me before the entire class and another boy said, "You should have more 
respect for Miss Angelo." You might also hear, *Don't you understand the 
teacher wants quiet!" or "Let's stop the hacking around." 

: No one is supposed to tattle on another, although you are not an outcast 
if you do. If you create a discipline problem, you are not in much demand 
With the others. The steady, hard worker and very often the one who 
15 not the top student is liked the most. 

To be accepted and popular, you should also like a member of the 
Opposite sex so that your classmates can joke with you about it. It is good- 
natured razzing and the one concerned pretends to be embarrassed. How- 
ever, if you have no girl or boy friend, you are left out of the fun. . 

If you want to be rejected by the group, just try being selfish with 
your possessions or a “bragger” about everything you've got. The ones 
Who share are respected for it. 


ve too much time 
wn 


The teacher may be quite in the dark about the peer code unless he 
Adopts the kids’ perspective as he watches them. We like Redl's term 
dene, "The teacher has to get the worm's view." His first task is to learn 
n What areas the code operates and what its specifics are. Then he studies 


how rigidly the code is enforced by the peer group. Some questions the 


teg 
acher asks himself are: 


ge among his peers in this group? 


What gives a pupil the most presti : - 
belled a sissy; mamma s boy, teacher's 


hat makes him lose face or be la 
pet? 
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What kinds of behavior are ruled out as completely Vigente pel 
instance, is it all right for a boy to knit or to bring his baby sister to visi 
his class or to hold the door open for the teacher? " 3 

To what degree does the peer code recognize individual differences? ke 
instance, is the little boy expected to be as good a ball player as the large 
boy? Is he ridiculed or isolated if he isn't, or are allowances made for 
his size? One delightful story we heard was of the 
pitcher's box closer to the batter when the small boys c; 

How does the group enforce its code? Is it punitive, 
work out ways by which nearly all can h 
activities of the group? 


boys moving the 
ame up to bat. 

rejective, or does it 
ave some satisfaction in the 


Need we remind ourselves that whate 
ever the means of enforcing the code, they have been learned, If we wish 
to find out why some groups are punitive toward their members who don't 
quite measure up, we must examine the types of adult leadership they 
have known. A classic study revealing the effects of atmosphere upon the 
behavior of the members of a group was made by Lewin, Lippitt, and 
White.'* In order to find out the effects that the leader had upon the 
atmosphere of the group, individuals were trained to 
haviors of a laissez-faire, a democratic, and 
then studied the behaviors of the same 
types of leaders. The group with a laissez-faire leader was least effective, 
both in work produced and in satisfied feelings. The group with an auto- 
cratic leader produced as much as the group with a democratic leader, 
but their products were less creative and they h 


in their work. During the course of the autocré 
Was a common occurrence, 


ver the peer code is and what- 


assume the be- 
an autocratic leader. They 
groups with each of these different 


ad little personal pride 
it's “regime,” scapegoating 


ssion that could not be di- 
rected toward the leader was taken out on the other club members. The 


group with a democratic leader produced as much as the one with an 
autocratic leader, but their work was much more cre 
bers had a sense of pride and accomplishment in the 
in this group were such that work we 
room, everyone helped in clean-up, 
members sought help from one 


and much aggre 


ative, and the mem- 


ir work. The feelings 


nt on while the leader was out of the 


plans were shared with 


all members, 
another 


as well as from the 
no organized aggression was directed toward any member, This experi- 
ment, which was repeated in a number of settings and which was filmed 


leader, and 


Kurt Lewin, “Experiments in Social Space,’ 


` Harvard. Educational Review, 9. 
January 1939, p. 31. 
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by pk 3 
y the University of Iowa, clearly demonstrates the teacher's effect upon 
atmosphere. 


Group Purpose 


' Perhaps you wonder that purpose is included as a factor that needs 
studying as we work with groups. After all, isn't the purpose in the class- 
bae irepl x iode RS"? If this were true, teaching would be one of 
Sane dia poiius instead of one of the most demanding. Today the 
5 m 1 : S peanon are broad enough to emcompass the totality of the 
5 This requires the teacher to think through his 
90 5 EA s see if they really do promote, encourage, and stimulate 
so as to create a life-style uniquely suited to each individual. 

The crucial question we must ask ourselves about purpose is: “Whose 
Purposes are cach of the pupils working on?" Obviously each teacher has 
„ 5 teaching process, but they supe little meaning to the 
Me (hs fash ded until the see the relationship between their purposes 
Is 15 e and working with purpose in a classroom 
valaan Ss sp by the fact that boys and girls come to school in- 
and girls R hit this involuntary group, we cannot assume that all boys 
for. den is i school because they want to be nor ina certain teacher's 
girls. W à 85 they want to be with that teacher or with those boys and 
nos its bos assume, however, that all children do have purposes 
ien € a biological viewpoint and Allport“ 


xpresses this theory from 
à psychological one. 
ic 5 role in working with the purposes of his pupils is two- 
boys sets er the purposes of each of his pupils, and to help these 
girls establish relationships between their own purposes and 
o of this book includes much data about 
ed of children and youth at various ages. 
acher is ready to incorporate those 
end them into deeper, more 


PM mr DNE Section Tw 

ca. that can be expect 

Dinos: S hildren’s purposes, the te 

compli il into the school program and to ext 
cated applications. 

SSS 


' Experi 8 a 3 T EE NES 
Library sberbnental Climates in Social Space, 30 min., silent, University of Iowa Film 
Š 1 Edmund W, Sinnott, Cell and Psyche ( Chapel Hill: University of North 
2 Press, 1950), i E 


16 
Gordon Allport, Becoming (New Haven: 


lin Caro- 
Yale University Press, 1955). 
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This we do know: no man grows by applying himself to someone 
else's purposes. We must attend to those things w 85 
for us, or we begin the process of withering and dying. Yet the teacher 
must lead his pupils into deeper channels of knov 


vledge and insight. To 
accomplish this is not as difficult as it may at first appear—if we under- 
stand what we are doing. Young, 


immature human beings usually have a 
wide, wide range of interests, and they also are easy to interest. They 
become absorbed in those areas of learning in which adults whom they 
like and respect are interested. The number one task of the teacher e to 
lead, not coerce, his pupils into challenging areas of endeavor by utilizing 


the interests of his pupils and himself, Liking you, your pupils will want to 
be like you. As we lead, we ask ourselves: 


hich have importance 


Am I giving my pupils 
discover their deepe 


Is the program flexible 
goals? 


Am I prepared to ke am flexible enough that it has room 


for the highly per: purposes that emerge? Am I giving 
each pupil a chance to develop his life-style, in other words? 


Do I understand the process of planning with pupils so that purposes are 
translated into ch 


Does the structure 


ay 
a chance to express themselves freely so that I may 
r purposes and concerns? 


enough to incorporate the pupils’ purposes as group 


ep the school progr 
sonal, idiosyncratic 


gadgets.) 


Involvement in as a result of the 
teacher's workin 


that they become 


ible conflict arises 
als are enhancements 


Group Activities 
The activities in the group furnish the means by which much of the 
structure, roles, atmosphere, and Purposes become real, We have stated a 


number of principles relating to group activities as we have discussed 
these other factors, Let us Summarize them at this point: 


Activities must be varied enough to utilize the "ange of individual differ- 
ences in the group. 
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ae prestige value of activities is related to the pupils’ purposes more 
" directly than to the teacher's standards. 
“very * E * 1 
: ? member of a group has something to contribute. It is the teacher's 
: e to discover the competencies of each pupil and then give him a 
Á m to use them for the benefit, not at the expense, of his classmates. 
Ctivities organiz “ith : 3 
n ns organized with a full knowledge of group structure, roles, pur- 
poses, and atmosphere have greater learning potential than those that 
lack such knowledge. 
Activitie: st take i T-— 
tivities must take into account the principles of variety, timing, appro- 
priateness, relevancy, pacing. 


As stated earlier, all the factors 


Analysis 
dE Gr of a group give it the characteristics 
»r oup 2 2 
a I by which it comes to be known. 
narace * — 
eteristies The four characteristics of commu- 


nicating, perceiving, valuing, and 
involvement are identifiable in all 


— i med how the various factors help determine these 
whom boni Paid ucture, for example, directly affects who talks to 
0 Iivolyasent à how purposes determine the degree and quality 
certain eri s we hos assess the effectiveness of a group, we apply 

ria to determine the quality of the four characteristics, and 


thus the Scorn 
the quality of group functioning. 


Criteria for Effectiveness of Communicating 


Dos e breaks in communication links at a minimum? 
fw ee flow freely between teacher and all pupils? Does it 
Does pia pupils without going through the teacher? . 
borhood — eat across tiamo group linies determined by neigh- 
Is the reg 36 5 3 1 2 minority groups, academic snobbishness? 
«vesti EB ility for orma. Conmiumieating, (reporting, entertaining, 
Ass the iga ing, evaluating) well-distributed among class members? 
: nembers of the group becoming familiar with modern methods of 
communicating: tape-recording, television, voice writers, feed-backs, 
Is Foie films, other visual means? 
group learning to respect the necessity o 
a i as factual data? 
group recognizing the import 
Es what was said? 
re pupils learning to h 
and feelings as they grow? 


f communicating feelings 
ance of knowing who said it as well 


andle effectively more difficult and complex ideas 
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Criteria for Effectiveness of Perceiving 
Are pupils given many opportunities to develop perceptions of others 
feelings? . — 
Do group activities give opportunities for developing self-criticism! o 
Does the group function so as to help pupils develop accurate perceptions 
of the roles they assume in a variety of situations? "T 
Are pupils developing the kinds of perceptions that give them healthy 
respect for authority? 


Are pupils developing expanding perceptions of how sound decisions are 
made? 

Are pupils perceiving how individual uniqueness may be utilized in the 
achievement of group goals? 

Are pupils learning to perceive adults as frie 
be relied upon to aid them? 

Are pupils perceiving expanding relationships as one of the ma 
of group functioning? 

Are pupils perceiving self-direction as a major developmental task of 
maturing? 


Are we helping pupils to become consciously aware of why they perceive 
what they perceive? 


ndly, helpful guides who can 


jor goals 


Are pupils becoming more sensitive about the effects of their actions and 
attitudes upon others? 


Criteria for Effectiveness of Involvement 
Are pupils involved in their own processes of learning to the extent that 
they are active in: 
Setting their own goals 
Trying out a variety of means to achieve goals 
Evaluating their own purposes and results 
Developing their own controls 
Developing their own rew s and punishments 


Choosing their own activities for learning 


Are pupils involved in a wide variety of decision-making situations, the 
outcomes of which matter to them? 

Is involvement in class activities distributed 

Are all types of involvement rew: 
pupils? 


among all members? 
arded with respect from the teacher and 
Is there sufficient involvement so that the 

differences without being weake! 
Is there an allowance for differe 


group can handle conflict and 
ned? 


nces in feeling concerning the degree of 
involvement desirable? Are pupils allowed to be alone, to be non- 
participators, and yet merit as much respect as the participators? 

Are the range and depth of involvement expanding with age? 
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Criteria for Effectiveness of Valuing 


Are values a conscious part of the school program? 

Are pupils helped daily to examine their own values in a variety of situa- 
tions? i 

Are value discussions directed toward human values? 

Are pupils led to perceive their own values against a backdrop of values 
of other cultures? 

Are pupils helped to examine their own feelings in real situations in such 

ways as to understand others’ feelings? 

Are pupils taught to think about consequences to others and to themselves 

' as they make decisions? 

s there a consistent examination of activities, decisions, structure, and 


purposes in terms of democratic values? 

Do we examine the conflicts that arise in values in such ways that pupils 
learn alternative solutions to problems? 

Is the range and depth of value application continuously expanding and 
deepening with age and experience? 

Are values examined in terms of inclusiveness of human beings, long-term 
goals, recognition of individual uniqueness, and individual need and 
growth toward altruism? 


Group Goals If groups function so that these 
criteria of effectiveness are COn- 

sciously applied, we believe that 

the goals of groups (developing 


he 
e T B ; 
thy relationships, making sound decisions, and solving complex prob- 
the teacher needs to 


"at bim be achieved. To achieve such functioning, 

Bliss dx : to study group situations and nni to interpret what he per- 
S his studies. The teacher's skill increases as he studies groups. 

;e have ready-made laboratories. 

ry charting it; to learn about 

analyses; to discover how 


wd ud us ne members of groups» 
roles, a — sensitive to group e en * 
people: wally make some role identification ana 
tees Perceive, test it out. All these are functions you can -— out 
imde EN and without formal arrangements. We have made a 

er of at the end of this chapter for studying groups 


suggestions 
th; gg 
ide no time like now to start! 


€ hope you will try out. There's 
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Suggestions for Further Exploration 


Select a group that you are with rather frequently but for which you are 
not responsible, and try making these analyses of its functioning: 


Make a sociogram of the group. Identify the stars, isolates, mutuals, cliques. 
Analyze the communication patterns. See if you can arrange some working 
groups that may help to make the structure more democratic. 


Write a description of the atmosphere you feel in this group on peni 
different occasions. Try to analyze the causes for differences perceived anc 
identify the common elements in the atmosphere. 


Make a role identification analysis (see pages 395-398) of the members 
of the group. Ask the members to do likewise. Compare your perceptions 
with those of the group members. 


Make a list of all appeals that ar 
group loyalty. Analyze the c 
Interview three or four 


members of the group to see what they consider 
the purposes of the grou 


p are. Interview the adult leader 
statements of the adult with those of the members, 


Try to find out what these 
an out-of-school group) 


e made over a period of a few weeks to 
auses and effects of such appeals. 


and compare the 


youngsters expect an adult leader to do (if it is 
How do they perceive the leader's role? 

See if you can observe the peer behavior code at work. Jot down all the 
situations in which it seems to operate. Find out how aware the adult leader 
is of the peer code. 


Select one person in the Sroup and keep track of all the roles he plays as 
activities change, 


Make a role distributi 


on chart by jotting down all the roles t; 
members for a 


period of twenty or thirt 
widely roles are distributed 
tions. This is called a role di 


aken by group 
y minutes. Analyze this to see how 


and who takes what roles in particular situa- 
stribution chart. 


If possible, view the following films and discuss them with your cl 
Our Invisible Committees, 30 min., sound, distributed by National Education 
Association and New York Uni i 


iversity Film Library. 
This is a stimulating film s 


members of a group are influenced 
by the pressures and forces in their lives; these pressures serve as invisible 
committees th roups. 


> 


assmates: 


at direct one’s action in g 


Role-Playing in Human Relat 


ions Training, 30 min. 
National Education Association 


1 » Sound, distributed by 
And New York University Film Library. 
"Playing may be used to 
problems, 
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Additional Sources You May Find Helpful 


s Edueation Association, Leadership Pamphlet Series. Washington, 
i C.: National Education Association. i 
eid pastus in this continuing series is about fifty pages in length. 
A of some of the most valuable to date are: How to Lead Discussions, 

nderstanding How Groups Work, How to Use Role-Playing. Sound and 
readable material. ° 


Kenne i 

E th D, Benne and Bozidar Muntyan, Human Relations in Curriculum 
b tange. New York: Dryden Press, 1951. 

" k n excellent source to develop a basic understanding of how groups 
ork in the classroom situation. 


7 iR Cartwright and Alvin Zander, Group Dynamics: Research and 
ic ory. Evanston, Ill.: Row, Peterson and Company, 1953. 
* ind is an excellent reference book to consult as questions arise about 
11 80 Em Some of groups. Contains important rescarch on group cohesive- 
ton the ap pressures and group standards, group goals and group locomo- 
, the structural properties of groups, and leadership. 
ieee Teaching with Groups. Minneapolis, Minn.: Burgess Pub- 
g Co., 1954. 
a 3 little paper-back that teachers find most useful as they try 
group methods in the classroom. 


D. M. Hall, Dynamics of Group Discussion. 


Printers, 1950. 
Another paper-back that. explains simply and clearly the roles played 


by group members, group goals, and methods of evaluating group activities. 
ales, Small Groups. New 


Danville, III.: Interstate 


» Paul Hare, Edgar F. Borgatta, and Robert B 
ork: Alfred A. Knopf, 1955. 
This is another important refe 


volume has collected most of the rescarci 
in an organized scheme. Part ls entitled, “Historical and Theoretical Back- 


1 dE i „ 
5 1 is of great value to the student who wishes to delve deeply into 
E functioning of groups. Also has a most excellent annotated bibliography. 


of Groups at Work. Chicago: University of 


rence book on the study of groups. This 
h on small groups and presents it 


Herbert A, Thelen, Dynamics 


Chicago Press, 1954. 
This is a readable, stimulating book. Chapters two and thre 


the methods of group work in classroom situations. 


e deal with 


— 15 


Tools 
lor Child 


and Adolescent 
Judy 


H.. can I tell whether 

a child's deviant behavior is just a 

phase or a more serious symptom 
that needs attention? 

How much value is there in 

teachers’ keeping anecdotal records? 

How can I help a child learn to 


work in a group. or to become more 
self-directive? 


What are some ways of dis- 
covering deep needs? 

What does a test score mean? 

How can I be sure I'm objec- 
tively seeing a child—not just read- 
ing in my needs, interests, and 
motivations? 
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0 ui pa themselves in a dilemma similar to that of the 
Spock's du 7 S go ier. howling infant in one arm and clutching Dr. 
cuddling?" EE 2 the pihen, queries: “Does he want the bottle or 
believe n 2 18 an 55 s wore E ihe 
for help as you apply a fie: ri = p : rob n oe n a 
Fun wi "um is a uk gares yon carn. It should m read in conjunc- 
P HAN. oe 5, ceping in mind that an essential quality in using 
i al science tools is to know, understand, and accept oneself. 

M cds hene ie tools and tool-kits. All of you have doubtless 
fo: ts ^ 5 15 gen to Tons thar no tool is sharper, more effective 
satisfying ved n. ns iiw designed, more capable of producing 
Sio: 1 cies s than the skill of the hands that hold the tool. Tools, 

> ve evaluated apart from the skill of the user nor apart from 
int. We would shout in derision to 


the pur 
€ purpose for which they were me: 
a child's hatchet. This 


Seo ¢ 
E E to chop down a giant oak with 
Bs dile ib n be most suitable to cut away some surplus shoots. 
BE one Kaos 8 be concerned to see a deadly ax in the hands 
mlake l oe Aes where the chips would fly or how the tree 
it do the job WC e dit question to. ask concerning a tool is: “Can 
18 b el e it was designed?" not, “Is it dangerous?" Any tool 
kitchen „ wrong hands~even a blunt pair of scissors OT a 
Mrs. - e. en tool is useful when handled by someone who 
s what he is doing and has acquired the skill to do it well. The tool 
task at hand. We believe we are past the 


must be ; : 
de appropriate for the 
g certain tools 


d: 
9 . can excuse themselves for not usin 
business ^ as not know enough about them. If we do not knows m 
Üong 18 a 55 ipd The desire to know and understand one's motiva- 
ding ques ey to the uscfulness of all other skills. This is a never- 
quest. 
Ros need to have not one tool, or tw r thr 
An 1 — n necessary, can tor studying each indivi 
ate not 1 to the kit is knowing where yen can e 
fien available to you. The tools described in this chapter are, for the 
p a teacher see behavior as an individual matter. 
havior has been based on a norma- 
important unique- 


ess of averages as 


o or three, but a kit that 
dual as a. whole. 
the tools that 


ee is ones that help i 
tive Um 1 of our study of human be 

cept which obscures the really 
xpose the ludicrousn 


significant, 


ness 
Sses. S " 
Some simple examples € 
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telling anything significant about an individual. If a child had four fingers 
on one hand and six on the other, he would average five fingers per 
hand and have the correct total of ten fingers. Not one of us would ade 
sider him an average child in hand formation. If a child has a reading 
comprehension score of 2.6 and a reading rate score of 6.4, his pen 
reading score is 4.5. But what do we know of the child's skill in reading by 
the score of 4.5? If this is a fourth-grade child, he is exactly average, yet he 
comprehends what he has read as a second grader. No group test score 
throws much light upon understanding an individual. 

Many of the tools discussed in this chapter have been mentioned 
earlier in the book. We shall try here to summarize and extend the in- 
formation. We cannot discuss any tool in as much detail as we would 
like. We hope you will feel impelled to consult the sources mentioned to 
gain additional help in your quest to use tools wisely and creatively. 


n Some individuals call ipm 
"canned gossip.” They are that 
only in untrained hands. Nearly all 
schools today systematically keep at 

least three types of records on all children: cumulative records, health 

records, and anecdotal records. These are an invaluable source of infor- 
mation. We shall discuss the keeping and using of these records. 

ateness are prime essentials in 

ion on records varies with the form used 

m. Most cumulative records include name, 


Accuracy, completeness, and up-to-d 
record keeping. The informat 
by a particular school syste 
address, family constellation, Occupation of parents, | 
home, schools attended, attendance, 
clude space for teachers’ remarks and some guidance and personality 
data. Health records include dat 
height, weight, record of school ex 
tion such as diseases the individu 
heart ailments, and the like. S consist of a series of 
anecdotes or incidents that the teacher considers 
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Keeping Anecdotal Records 


Since an anecdotal record is a subjective thing, the writer needs help 
in learning how to record so that incidents carry a high degree of validity. 
Some authorities discount anecdotal records as being too subjective to be 
of value. Many years of training teachers lead us to conclude that anec- 
dotal records have many values: (1) teachers can be trained to observe 
with a highly sensitive ear and eye and sense for selecting what is sig- 
nificant; (2) writing anecdotes over a period of time, about even one 
child, increases one's ability to observe significant items of behavior and 
to interpret their meaning; (3) keeping anecdotal records increases the 
teacher's own self-awareness and self-understanding; (4) keeping anec- 
dotal records, especially if they are used as a basis for group discussion 
in child and adolescent study groups, tends to highlight weaknesses in the 
School program. 


tudents to write anecdoctal 


h a running account de- 
this in 


We have had the most success in training s 


r f 
oe ns by asking them to begin their study wit 
mE the person selected. You will recall we asked you to do ae 
i. Pter 2. We feel the study has more meaning and wider application 

the writer seeks 
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ADOLESCENT STUDY 
CHILD AND 
TOOLS FOR 


A neck ) use 
haracteristic situation or type of behavior. Try to be specific, te 

in a chara S e ; . is w ave 

S ds that particularly fit this person. Avoid generalizations. This we ha 

words ? : vd ene E ed 

to reiterate and reiterate and reiterate. Avoid generalizations! 


A couple of examples of early descriptions that we feel have vitality 
and authenticity follow: 


Alex is not very conscious about neatness and order. He is usually 
uncombed and half-washed. His finger nails have a half-moon of grit and 
grime under them. His shirt is usually half way out of his trousers and um 
shoes are never polished. His desk is in a state of chaos. He is NUM. 
shoes with two big holes in the soles. He seems completely unaware 2 
their existence. This child sems so wrapped up in what he is doing or 
what he is thinking that he finds little time to be concerned with 
physical environment. Alexander is all boy. He's the first one out of the 
room at recess and with a whoop and a holler he has 


a ball game organized 
in nothing flat. Would that he applied himself 


A ENR 
as diligently to long-division! 
When we first met, Charles w 
mother’s side. He didn’t speak fo 


as silent and retired to the safety of his 
he was very 


r the first fifteen minutes; nevertheless, 
active. He watched his mother’s face and mine carefully as 
we talked. He smiled, nodded, and several times silently repeated things 
his mother said. During a lull in the conversation he quietly approached 
my chair and stood directly in front of me watching me most intently all 
the while. I smiled at him but he suddenly darted back to his mother's side 
again. I noticed that his face flushed slightly and that he hung his head 
and put his fingers slowly to his mouth. When his mother spoke agam 
he was at once alert. Suddenly he leaned over to his mother and urgently 
whispered in her ear. She nodded and he dashed out of the room. Charles 
was back in a few seconds With a rather battered toy truck. He came up 
to my chair and said, “Here is what I got for Christmas when I was a little 
baby. I was two or one, or was I ‘lest’ than one, Mommy?” His mother 
answered that he was about two. Turning to me, he said quickly, Siwas 


two; sometimes I forget about things.” Once more he returned to his 
mother’s side but this time he smiled 


at me and nodded at his truck. 
Charles is about five years old, he is small and wiry. He moves quickly 
and gracefully. Many of his movements are somewhat "darting" and rapid. 
When he is unsure or worried he is inclined to put his fingers in his mouth 
or clench his fists and thrust them quickly into his pockets. 


As the observer continues his study of the boy or girl he has selected, 
he tries to build a moving picture of him, Just as 
fragments of behavior, so do anecdot 


chosen so the reader may know 


à movie presents only 
al records. The fragments must be 
the pupil as a whole. This means that 
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the a 2 
anecdotes 31 KE : 
s bett p often stand for or symbolize recurring patterns or trends 
avior, S ~of E T TERNE 8 
ome of the helps students have found useful are as follows: 


9 „ if at all possible, in free play. 
ehe veda. 3 ide a variety of situations as possible: 
f it kind of materials 
With his peers only l 
With adults only ` 
With both peers and adults 
In large and small groups 
8 and. wen uke activities 
e a very short span oe time (5 minutes ) and record everything 
lappens, all the bodily action by the participants, the conversation, 
5 gesue, use of materials. 
56 5 ees ane others’ responses to him Á 
= 8 diua areas of strength and his speci i s 
: o note the body action—muscle tension, gestures, flushing, hand 
e manifestations of nervousness, pitch of voice. T his may be 
on-verbal communication. Often it tells us more about the person 


than what he says. 


as well as his responses to others. 


al weaknesses. 


to tune in with his 
present 
observ- 


If v ; 
ve wis i 
slings. 1 wish to know another, we must be able 
critica] 55 some areas attitudes are quite significant for they re 
al phases of grow 7 Pi ELS 4 
phases of growth. We need to be particularly sensitive in 


fe 


in D e 
ind rec : E 
§ and recording in these areas.’ 
Most of us 


Adults represent authority. 
oward 


ATTITUDE: 
ITUDES TOWARD ADULTS. 
arifying our attitudes t 


lave ç 
e as we grow up in cl ; a 
drawa] Mab oe to see if behavior indicates fear of adults, with- 
compliance ac ults, trust and . in adults, a feeling of outward 
adults, and inward rejection, unawareness of adults, resentment of 
0 por ae determine a child's attitudes, we ask ourselves: How much 
to share ; em to influence him and in what areas of living? Is he able 
e adults whom he loves with others? How does he behave when 
adults realistically 


lei 
S Xen. 
Or do primanded or praised bv adults? Does he see 
e ) 
re someone else (a mother, father, 
hat he 


s he 
uncle he tend to act as if they we 
; adults he loves so much t 


a : 1 15 
unt)? Does he tend to idealize 


Oeg 
not rna z 
oo realistically see them? 

1 unpublished training 


1 
suggestions secured fron 


We 

m; e are i 3 

material in ire indebted to Fritz Redl for 
lis treatment of what to record. 
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Here is an interesting anecdote that illustrates an eleven-year-old 
boy's attitude toward the adult who was studying him: 


I met Michael in the hall Saturday morning as he was on his way 
to a music lesson. As always he asked me how the cat was and then where 
I had been. I had my arms full of groceries and another adult resident of 
the house who was in the hall said, “Why don't you help Miss J. with her 
packages?,” to which Michael replied he had to go to his music lesson. 
With that he kissed me warmly and departed. It is perhaps significant that 
he was willing to kiss me in a public hall, and in fact is always demonstra- 
tive in his affections with people who show any affection for him. Eleven- 
year-old boys are not noted for this particular trait. To other boys of his 
age, and to many adults, this perhaps seems “sissy.” I'm not sure that it 
means anything except that he has an affectionate nature and is willing 
to express it in accordance with his wishes. In many ways he shows an 
indifference to what he is "supposed" to be like. I don't know for sure, 
but I suspect that in an Italian boy, for example, such behavior would be 
considered quite normal. It is only in our culture, as well as in certain 
others, that a show of affection by boys is considered abnormal. 


ATTITUDES TOWARD ROUTINES. Young- 
sters identify insistence upon carrying 
out routines with adults. Does the indi- 
vidual respond readily to routines, does 
he do his share, does he find ways to 
involve others, is he always the last one 
to get his notebook and pencil ready, 
does he help others even though it isn't 
his job? Which routines are easier for 
him? Which ones bring much friction, 
delay, and perhaps outbursts? Does he 
tend to respond better to more flexible 
or more highly structured routines? 


ATTITUDES TOWARD PEERS. A person's 
selection of friends tells much about 
him. Whom does this individual tend to 
buddy with? Can you figure out why he 
selects a certain person as his buddy? 
Does he tend to like and keep one spe- 
cial friend; does he tend to like to be a 
member of a group; or both? Can he 
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share his friends with others? How do his peers see him? What roles does 
he play in his peer group? Is he is a “loner”; if so, does this seem to give 
him concern? How constant or changeable is he in his friendship pat- 
terns? What is his appeal to his peers or why does he appeal? Does he 
Share his possessions with his friends or does he tend to hoard them? 
Have you ever seen him try to buy friendship with gifts or favors? How 
loyal is he to the group code? What kind of ethics does he bring to his 
peer relationships? 

These few snatches from anecdotal records illustrate how attitudes 


toward peers are revealed and recorded: 


Laurie seems not to care what the others think of her. In “Show-and- 
Tell” she spoke about her Sunday trip and the children made no attempt 
to be polite. They were squirming and looking around the room. Laurie 
noticed this, and said very sarcastically, “T hope I'm not boring you.” She 
persisted in talking on until stopped by the teacher, although fully aware 
of this lack of interest....One of the children brought her pet kitten 
to school and showed it to each pupil. It was quite obvious that she was 
extremely fond of the pet and everyone admired it except Laurie who said 
she didn’t like it, One of the children in the class has difficulty in keeping 
up with the group and Laurie actually laughs aloud with obvious relish 
when he is unable to answer correctly. 


When I took a sociogram two weeks ago, David's first choice was Roger, 
one of the less well-liked boys. The reasons for Roger's low position on the 
Sociogram scale is obvious. He is a boy who gives of himself only when 
he is sure he will get a good return. I have my own suspicions as to why 
David's first choice was Roger. Roger's father owns a bowling alley. I over- 
heard the two boys talking one afternoon. It seems that Roger took David 
bowling free of charge. This was the price Roger was paying for David's 
friendship. 


E. What kinds of discipline has the indi- 
vidual become accustomed to? Can you discover how he feels about the 
discipline he receives at home? How does he respond to reasoning? Can 
“blow up”? How susceptible is he to appeals— 
as? What kinds of punishments is he most 
e is punished—does he get sulky, 


Siig. remorseful, mean? What kinds o 
Ie of youngsters seem to cause him to get in 
0 : 

be punished often? 


ATTITUDES TOWARD DISCIPLIN 
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FANTASY LIFE. Every youngster has a fantasy life, and in too many 
instances this phase of development remains unknown to the teacher. 
We need to train ourselves to listen most sensitively to the wishes re- 
vealed in conversation, in play acting, in creative work of all kinds. 
Some of the aspects of fantasy we are searching for are the content of 
his daydreams, the degree of realism in what he says and does, the func- 
tioning of fear and anxiety in his fantasies, and the functioning of with- 
drawal into “a better world” of his imagination. We expect fantasy in 
young children. We should seek to keep the expression of fantasy free 
and open so it may be communicated. In this way the teacher may 
understand better the inner feelings of his pupils. We discuss this at 
greater length when we talk about the tool of creative work and play. 

After the teacher has written anecdotes for several days, he is ready 
to study the record he has accumulated and apply some systematic inter- 
pretation to it. Prescott,* who has been encouraging and training teachers 
to keep and use anecdotal records for nearly thirty years, recommends 
that teachers develop multiple hypotheses from the material they have 
accumulated. This is simply a process of stating all the hypotheses or 
hunches you can about causes for the individual’s behavior. To accom- 
plish this, the observer relies on his knowledge of human development 
in general, and his knowledge of the individual being studied. You study 
the anecdotes recorded and ask yourself, “Wonder what caused Jerry to 
do that? What was he trying to say? Why was he so intense about this?” 
After the hypotheses are developed, the observer makes judgments 
the validity of each one. We have always liked the retort th 
Marie Rasey when discussing hypotheses, “Miss Rasey, it is not the guess 
that is wicked. It is to leave it unchecked that is wicked.” 3 If you are a 
member of a study group, this whole process of developing multiple 
hypotheses and validating them becomes a group procedure. Space pre- 
vents us from presenting a complete study of a child and the multiple 
hypotheses that might be developed from it. Studies such as these are 
available in references noted at the end of this chapter. A list of multiple 
hypotheses might look something like this: 


about 
at Adler gave 


Tom is secure in his mother’s love for him, but 


ambivalent in his 
feelings about his father. Sometimes the f. 


ather and son seem to have a 


2 Daniel A. Prescott, The Child in the Educative Process (New York: MeGraw- 
Hill Book Company, Inc., 1957), pp. 99-150. 
* Reported by Marie Rasey to authors in a conversation. 
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relatively close relationship and other times a complete lack of rapport. 
Hypothesis: Tom's father's attitude toward marriage and his children is 
ambivalent; Tom senses this and reacts to both attitudes with much uncer- 
tainty, 

Tones unusual awareness of “how to get around" adults is the result 
of this same uncertainty about his father's attitude toward him at any given 
moment. This, in combination with his personal attractiveness and intelli- 
tting his own way by indirection. 


gence, has made him unusually adept at ge 
ard his brother at this point is more of a reaction 


Tom’s attitude tow: 
to John’s attitude toward him rather than a spontaneous feeling originating 
:ause of it is inclined to push 


with Tom. John seems jealous of Tom, and bec 
him around a little. Tom seems to admire and want to imitate his brother 
but John’s attitude makes this difficult to do. 
j 'Tom's unusual concern about money is the re: 
in the family. í 
Tom’s failure to p 
other creative and imaginative handwork is more 
materials in the home (and school) than from lack of int 
Tom's relative lack of aggressiveness with his peers is 
result of trying to compete with John and John's friends who 
years older and bigger. He has apparently found that his only advantage 
over them with adults is being “cute,” so he competes on another level than 
physical strength. | 
Tom’s behavior is more 
than one would expect at his age because of: (a) ! 
as the younger boy; (b) his uncertainty in his relation with his father. 
The two incidents where Tom changed his mood about wanting to go 
With me on a trip were a reaction to John's jealousy of Tom's being chosen 


to go and a way of appeasing John. 


sult of a scarcity of money 


aint many pictures, to sing, to model in clay, or do 
a result of lack of art 
erest or ability. 

probably the 


are a few 


cautious and he clings to the familiar more 
his position in the family 


elop some multiple hypotheses, 
ations fall into certain cate- 
ion into your thinking and 
an individual's life which 
are the physical, the affec- 


you 7755 ow haye observed enough to dev 
Sees, T] € to realize thar your observ 
obstet TE categories bring more organizat 
yield i oie Prescott 4 suggests six aspects of 
tional 125 cant insight into his behavior. They ; 
home and family relationships), the self-developmental (includ- 
attitude, and value development), the 
g an impact on him), the peer-group» 
ch the meanings of his experiences 
tudy an individual's behavior, you 
for additional insight and under- 


ing aro: : 

a areas of mental, language; 
m 9 0 (forces in society havin 
atd the. ancans : ; 
ii the emotional (the feelings whi 

e ; : 

tap to him). As you continue to s 
xA He sources available to you 


à Helping Teachers Understand Children, 16 mm., 40 min., sound, distributed by 


k University Film Library- 
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standing about these aspects of development. From this procedure some 
hypotheses emerge as more valid than others. Once causes are ascer- 
tained in a relatively accurate manner, we may hope to find ways to 
guide pupils toward a more complete realization of their own poten- 
tialities. 

To summarize the procedures for keeping of anecdotal records, we 
quote the characteristics of a good anecdote as perceived by Prescott: 


It gives the date, the place, and the situation in which the action occurred. 
We call this the setting. 

It describes the actions of the child, the reactions of the other pe 
volved, and the response of the child to these reactions. 

It quotes what is said to the child and by the child during the action. 

It supplies “mood cues"—postures, gestures, voice qualities, and facial ex- 
pressions that give cues to how the child felt. It does not provide inter- 
pretations of his feelings, but only the cues by which a reader m 
what they were. 

The description is extensive enough to cover the episode. The 
conversation is not left incomplete and unfinish 
to the point where a little vignette of a beh 
of the child is supplied.* 


ople in- 


ay judge 


action or 
ed but is followed through 
avioral moment in the life 


Using Records 
If we expect teachers to consult records, they must be kept easily 
accessible. Some schools permit the records to be kept in the teacher's 


classroom. If they are kept there, they should be in a locked f 


le and 
should be treated as the personal property 


of the teacher. Wherever the 
records are, they should be so arranged that they can be consolidated 


in a hurry. If a teacher has to spend an hour going to two or three offices 
just to locate the complete record of one pupil, he is not likely to retain 
his enthusiasm for record keeping or record use regardless of how de- 
voted to teaching he is. 

Each record tells as much about the recorder as it does about the 
individual whose record it is. We must remember that whatever is re- 
corded filters through the recorder's own perceptions. His fears 
biases, and expectations influence what he selects to record 
portant to keep this in mind as one makes recordin 
the recordings of others. As we come to know o 


, anxieties, 
. It is im- 
85 or tries to interpret 
ur own anxieties and 


? Daniel A. Prescott, The Child in the Educative Process (New York: McGraw- 
Hill Book Company, Inc., 1957), pp. 153-154. DP 
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hopes, we are more likely to understand why we respond to different 
types of behavior and give the kinds of interpretations to them that we 
do give. 

To interpret and evaluate records, then, it is important to know 
the person who made the recording, if at all possible. It frequently is 
possible in a school in which teachers stay in their positions over many 
years. We once knew a kindergarten teacher who made no positive re- 
cordings about any of the boys in her class. To have accepted her judg- 
ments about the children in her class (and her records were judgments) 
would have been most misleading. Such incompetence is not too hard 
to discern if one has been trained to be aware of how it can be spotted. 
If you cannot know the recorder, here are some evaluative criteria to 
help you decide how much stock to take in what you find on the record. 


Examine a set of records kept by one individual to see if you find the same 
types of values or biases being applied to each child. The teacher men- 
tioned earlier was obviously set against boys. The bias might be focused 
upon individuals from a minority group, a certain religion, or a certain 
part of town. Unfortunately, we do have prejudiced teachers who are 
not aware of their prejudices and how they cause them to exclude certain 


people. 


Note the degree of specificity of the anecdote. An anecdote is a happening. 
If the record deals in generalities not documented by specific instances, 
it has little merit. For example: Wilbur feels at home and good in our 
class. He is even trying some of the things that were taken out of him 
by former discipline. He has a need to protect himself from the home- 
factions, but no need for protection in school now. I think we are getting 


someplace. 


Note the degree to which the teacher's perceptions color the anecdote. For 

example: We have one problem child in the class. He has been a nuisance 
ever since his entrance last September. He never gets his work in on 
time and constantly has to stay in after three to complete his work. He 
spends most of Nis time annoying the rest of the children. Many of the 
other mothers have complained about him and the children are con- 
stantly reporting his aggravating behavior. He seems to be getting worse. 


Note the degree to which the records of individuals in one class are similar 
to each other. If generalities are used, teachers often find themselves me 
peating the same phrases about three-fourths of the class. F Fs nee us 

“He adjusted to his classmates easily; he is a well-adjusted lad; abes 

friends easily; he takes directions well and follows through T iy 

ments.” Such phrases hide all the uniqueness of individuals and tell oniy 
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that the teacher got along with his pupils. This tells more about the 
teacher than the pupils. 


Note the extent of negativism in the recordings. If a teacher sees most 
pupils as problems, has an unhappy, gloomy attitude toward living, his 
recordings may reflect his state of mind, and may be quite different from 
the actual behavior of the pupils. Then, too, such a teacher may evoke 
behavior that is not characteristic. 


I knocked on the door and 
Mrs. Flannagan appeared. She 
only opened the door at an angle 


and peered at me in a startled 
manner, for I was paying her a surprise visit. I introduced myself and told 


her Hope was coming along nicely in school. Mrs. Flannagan had stringy 
brown hair and no make-up. She had a cigarette in her hand. Her eyes were 
large and seemed wildish looking, although her face, basically, seemed 
rather attractive. She was wearing some kind of unattractive summer dress 
with no sleeves. Through the partly-opened door I could see a man sleeping 
on what appeared to be a couch. I heard music playing from a radio. Her 
four-year-old boy also came to the door. He was very cute looking, but 
extremely dirty. He wasn't wearing shoes and his bare feet were black. 
We talked about Hope's work, but Mrs. Flannagan never asked me to come 
into her house. In a short time our conversation about Hope seemed over. 
and I began to realize that Mrs. Flannagan didn't want to ask me in. I tried 
to prolong the conversation by asking her about her other children and her 
husband. She told me a few things about her children and said that she 
had to scold her little boy a lot. He, meanwhile, was running in and out of 
the doorway. She said her husband was sleeping since he worked nights. 


Home Visits 


This episode illustrates the need for sensing whether a home visit will 
increase or decrease the teacher's chance to get closer to the pupil. This 
teacher learned much about Hope's family life that could not be gleaned 
in any other way, but we wonder if Hope wanted to have her te 
think well of her how she felt about having her family exposed to 
teacher's view. We believe that teachers should be most sensitive in “feel- 
ing out” the degree of privacy the pupil wishes to maintain 
family’s feelings about a home visit. 


acher 


and the 


If you have decided to make a home visit, you will learn more if 
you walk the last two or three blocks. In this walk you will note the 
number of children or youth in the immediate neighborhood (we are 
assuming that vou will go after school hours), the activities of the 


younger set, and the kinds of homes in the area. You will make some 
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comparisons about the relative status of this family in the neighborhood. 
Xon will assess such qualities as: Do the residents seem to take pride in 
their homes and yards? What else comprises the neighborhood? Is the 
„ friendly or cold or actually. hostile? Are the inhabitants 
i operi qme 
hum: 1 Er TI FE DN : 1 e 
in beings, such as traffic hazards, saloons, dives, or hang-outs for 
street characters? Try as you walk along to see all this as your pupil sees 
it. What would he notice? What would he pass without noticing? 
: a After you get inside the home, observe the family relationships: the 
„ and ather seem to feel about each other, the feelings 
sibli À ings, the differences in feelings of parents for the respective 
ilre 1 05 e 5 of control used, the degree of independence allowed, 
a r adults (if any) living with the family and their roles. Observe, 
pe ede ua this boy or girl has for himself, and how much freedom 
duh m at space (his room, if he has one) as he wants to use it. 
Roma vind isi nek ho na being too sure that the perceptions wwe gain 
tenher: 1 idi id ones shared by the parents Or the child. The 
child Win E are used as another means of assessing how the 
bol phe: se d yout his home. Lodo beings build their defenses 
int x 5 ie ully against revealing even to themselves those areas 
most concern to them. 


Reme - TV WS 
emember as you make home visits that it is in the home that the 


child dey t bei i 

b dev elops a sense of security, a sense of being part of a family, not 

ecause : Ce rg EY 

H ause of what he can do or how cute he is, but just because he is. 
ome TR N * c " * 

es e Visits give you a chance to assess the quality of this security or 

ack of it = i 


We should like to urge an ex- 


Parent 

Pe pansion of our concepts of the func- 
onfe 3 2 1 

remces tions of parent conferences. For 


sears, effective schools have been 
A 


7 parents come to schoo ; gite often to br 
ud PE Billy or Sally is making in school. That is fine. Cates y : 
of ss ationship needs to be developed between the teacher and paren 

ry child, just as it is between the pediatrician and the parent. The 
ho can advise, counsel, and teach the par- 
ning the schooling of his young. 


] once or twice a year or 


tea 

acher is : 

ent ree is the professional w 
hose things he needs to know concer 
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The yearly shift in Billy's teacher makes this most difficult, and we hope 
the day may come when this practice will be examined critically. But 
that's another story. 

Conferring with parents is useful and necessary for purposes other 
than to report progress. We advocate that teachers develop parent group 
conferences. Nearly all parents are anxious about their children's develop- 
ment. This anxiety is actually produced by feelings of guilt by some 
parents. Many of our practices today tend to increase this anxiety. Every 
woman's magazine is peddling advice about child rearing, and much of 
it is conflicting. What to do, whom to believe when one does not know 
are serious quandries. 

Teachers who call together the parents of their pupils find that 
parents are relieved to discover that other five-year-olds, ten-year-olds, 
fifteen-year-olds are going through similar developmental stages. Teachers 
have a chance to help parents understand what is to be expected at a 
given age, what behavior is considered a red light suggesting danger 
ahead unless handled now, and how to deal with certain troubling phases 
of growth. As parents learn more about human development, they tend 
to support each other in the kinds of expectations they have about their 
offspring. This reduces the amount of home friction resulting from one 
youngster using another one as a lever to get what he wants. You doubt- 


less recall, perhaps you still use the line, “Why can’t I have the car? 
Tony's dad lets him have his!" 


Parent group conferences are helpful to the teacher in studying his 
pupils for in a group parental attitudes and values are focused upon 
specific practices. Frequently, one parents ideas are challenged by an- 
other. In such situations, the teacher has a chance to observe the ways 
individuals handle conflicting situations. This yields valuable insight into 
one's pupils and their behavior. 

A further extension of parent conferences that we urge is to include 
gradually and at specified times the boy or girl about whom the confer- 


ence is being held. As youngsters grow, they come to resent “mother 
going to school to talk about me.” It's a kind of "sneaky" thing to do! 


Yet we need to retain the relationship with parents. : 
P p ome conferences 


are more successful if the pupil is present. This practice might result in 
more serious attitudes by both parents and pupils. We suggest bringing 


the pupil in as soon as he is mature enough to understand the reason for 


it. This might be when he is nine, ten, or eleven. Certainly, the junior- 


| 
| 
| 
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ehhh ph ste ened ad ese © 
ferences in which ie tel t dignity of being included in con- 
dice eed 5 a gem conferences that yields better relation- 
cn ud a ents ven teachers and more pertinent information is 
SIM ol ania NS the teacher outside his professional role and the 
teachers wok 5 — : m € , as à E pef 
consequence to the 5 3 — = ur 5 “ge e 
large turn out to be picayune We d n — m E a pes 
to see parents socially ‘to nsr E as e» H perpe 5 
current headlines hobbies I s ishi wey 755 "d = a 
1 > t , home furnishings, and the like. Many parents 
icem 5 over that teachers are human, too; and maybe we teachers 
scover that parents are all sorts—most of them “pretty fine hu- 
man beings." a 
8 pa prium if the following episode would have taken 
or if in. E E 7 did) if the teacher had known Richard's parents socially 
s parents had been present when this exchange occurred: 


Teacher: : 
1 acher: Richard, have you been cooperating with the rest of the class? 
V ran Nope. 
eacher: Suppose Richard accidentally bumps into someone or 
someone but doesn't hurt him, what should the person do? 


Eum Ignore him. 
eacher: How do the rest of you feel? 


Children: Yes, we should ignore him. 
Teacher: I think that's a very good idea. Suppose Richard deliberately 


hurts someone, what should the person do? 


rene Sock him hard. 

cacher: Yes, if I were you 
started a fight, I wou 
fight again. 


pushes 


and Richard pinched me or deliberately 
ld beat him up so hard that he would never 


Fees Pla No teacher knows a child well 
| y unless he has seen him in free play- 
No teacher knows an adolescent 

well unless he has seen him when he 


5 — “foolin’ around with the gang. By free play we mean fime which 
€ individual is free to use as he wishes. The variety of activities of free 
a may include the whole span of individual and group pursuits, active 

Passive endeavors, momentary and continuing interests. Ronald may 
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choose to read a book in time that is not structured by someone else; 
Gordon may seek his playmates on the block for a ball game; while Eloise 
may find her satisfaction by pouring “a pitcher of water down the mail 
chute.” What an individual does during free play, how he does it, and 
with whom all help to tell the story of his satisfactions and needs. 

Play is the small child’s business. It is also his language, for his lan- 
guage is action. Long before a child can put his thoughts and feelings 
into words, he can act them out; and if we remain 


attuned to people, we 
continue to be able to say 


more in our free non-verbal expression than 
can be put into language. Who can say all that Van Gogh was feeling in 
“The Starry Night”? Play is important. Through it we learn to free our- 
selves from the conflicts, the frustrations, and the anxieties th 
perience. Play is a safe way of expressing these feelings. If we 
to pile up in a child, or force them underground, we are 
of a serious nature at a later date. The hody is 


sion and we have our most satisf 


at we ex- 
allow them 
creating trouble 
an instrument for expres- 
ying modes of expression in that which 
we call play. Play is as natural as breathing and as necessary as milk to 
the proper nourishing of the body. 

Children and youth at play express their attitudes toward themselves 
and their world. Some children fight, some take flight 


and some seek 
compensation. To play it out is autotherapeutic. To talk it out is good. 
To play it out is better. One fertile source of the content of play is imitat- 
ing adult activities. An individual is selective in what he imitates, how- 
ever. Those roles he chooses to assume have emotional overtones of love, 


hope, fear, anxiety, security. To fathom the meaning of play we have to 
understand the principles of choice in play. 


Meaning of Play 

In play, a youngster can be anything he wishes. He 
ever his imagination creates. In this way he has 
Miss Elliott discovered this when she inte 


zooming around the kindergarten in 


can have what- 
a kind of omnipotence. 
rrupted a five-year-old who was 


a scooter with: “Don’t you know if 
you make a right turn, you're supposed to make an arm signal?" The 


response she received was: “Don’t you know if you put your arm out a 
space ship. it will be blown right off?" As we watch children and youth 
at play, we wonder about what they admire and why. Why did he choose 
to act out the role of a lonely little boy when he could have been a knight? 
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Why did she choose to be a father when she might have been a mother 
while playing in the doll house? 

One characteristic of the play of small children that needs careful 
Study is their assigning a role to an inanimate object. Sometimes this 
seems to be done so that a doll or stuffed animal can do things which are 
denied to the child. Bill can have a dog bite the doctor who has just given 
him a shot, but he would never have the brashness to do this himself, or 
he may have his teddy bear “tell off" his mother. In this manner he 
achieves his wish while still keeping his superego intact. 

Another interesting form of play occurs when the child takes the role 
of the defeated, the underdog. Some children in their play seem to be 
saying, “See, I can't succeed.” This individual has to take the nasty medi- 
Cine in his fantasy, is defeated in his make-believe combat, loses his 
favorite toy, doesn't get invited to the party. 

The function of play seems to be to dissemble reality in some way. 
Thus, a happy ending to a play episode may be a reversal of the real 
ending. The playing out of a tender, solicitous mother may be a wish for 
Such a mother, A blundering clown in play may be the individual's way 
of expressing his mastery of the situation. One's real identity is hidden in 
play, and this is the very quality that makes play so significant. 

One must be cautious in interpreting the meaning of play. The child 
may be saying this is how mother treats me; this is how I wish she would 
treat me; this is how she feels toward me; this is how I wish she felt 
toward me when she finds out what I've done. Play, then, may be express- 
"ng genuine conflicts and hostilities; it may be disguising genuine con- 
-lcts; it may be a means for releasing anxiety; it may be an imitation of 
iE adult activities; it may be a means for releasing ect Mp 

Ses; it may be a playing out of wishes. One cannot interpret the 
meaning of play by analyzing its content. Murphy states: 


d children I have seen over the years have 


The healthiest, best-adjuste 
wrenched the sides of 


destroyed babies, mothers, all female authorities, 
cribs off, torn off tigers’ tails or other appendages, and otherwise acted out 
strong feelings of jealousy, hostility, or fear. Such incidents tell us that the 
child is coming to terms with what are the basic problems of the young 
child in our culture: his resentment of adult pressures and of competition 
from babies and the opposite sex. They do not tell us whether the child 
needs help.5 

Basi : Lois Murphy and Associates; Personality in Young Children, Vol. I (New York: 

Sic Books, Inc., 1956), p. 15. 
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Murphy continues by pointing out that the structural aspect of play 
has to be analyzed to tell anything significant about the child. One seeks 
to discern whether the content represents clarity or confusion, order or 
disorder, organization or disorganization, flexibility or rigidity, coherence 
or incoherence, originality or stereotypy, idiosyncrasy or conventionality.* 

The child uses objects to project his purposes in play. They may be 
means for solving problems or they may be endowed with qualities that 
bring them to life. The teacher notes whether there is a progression in 
the child's use of materials. If a child re- 
peats the same structure in block build- 
ing or draws rockets every day for several 
weeks, he is giving us a signal that some- 
thing needs attention in his life; or if he 
regresses to patterns of play and use of 
materials long ago put away, he speaks 
of some disorganization within himself. 
We often see this happen at pre-adoles- 
cence when the individual returns to 
playing with dolls long ago forgotten, or 
other toys that appealed when he was six 
or seven. At this time we expect such dis- 
organization because the entire person- 
ality is being "shook up" so that it may 
be restructured into the young adult that 
is emerging. Regression occurs when the 
individual is greatly disturbed about 
something. 


The teacher notes how active or pas- 
sive the child is in his play; how overtly he plays out the emotions that 
he ascribes to the situation, or how covertly he expresses unacceptable 
feelings; how engrossed he is with people, or if things seem of greater 
importance to him. Play gives us many insights into the life-space of the 
child. If he is playing house, the way he sets the table, the language he 
uses to the members of the family, the materials he uses, all spell out 
many of the details of the child's life. One little girl, after making elabo- 


7 Ibid., pp. 15-16. 
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rate preparations for breakfast, kissing her husband good-by as he took 
his lunch bucket and left for work, went to the telephone, dialed, and 
said, “It’s all right, Joe; you can come over now." In one of our city 
schools, the girls in the doll house suddenly drew back screaming at the 
sight of a cockroach, whereupon Pat spoke up, “Shucks, my place is 
loaded with them." One can scarcely imagine this information coming 


out in a report or a written composition. 
As we watch the child at play, we note the expressiveness of his body. 


Is . M e Ke iai 2 
he free, spontaneous, enthusiastic, or does he inhibit himself, withdraw 


Ea : 5 ; 
m new materials or new situations? We note verbal expression. The 
Wa hi ks n : ii i i 
5 the child talks to himself reveals his picture of himself. We note his 
relati : a S R i 
ation to the adults in the situation. Some children at play do not notice 


the! 4 á 
he adults present. Some look to them for help and are dependent upon 


them—bes , a 
em—beseeching an adult to make choices for them. We note the con- 


tent of the fantasy that the child reveals. We note how much the child 


obseryes : i " A 
serves, how well he organizes, how intense his emotions are, how 


vind. E " manipulating materials and € leading people. In. group 

vows icd req the quality of social relationships that develop, the 

Medo 4 ule aaa who takes the leadership, Whom he includes and 

W guis originality oi the play, and the manner in which roles and 
s shift. Try analyzing the following bit of play. 

Janet, Danny, and Peter, all age five, were jumping from a low chest 
onto several pillows which they had piled on the floor: 


Janet; Jump, Peter! 
Peter: Put the pillows in one big pile. 
—— No, let's make a big circle. 
eter: But it's softer when the pile is high. 
Dannys O. K., crime doesn't pay. 
eter: Let's don't jump! Let's swim. 
Danny: O. K. Let's swim. 
made The pillows are a river. 
eter: Oh, I'm going to take o 
Janet: Yes, me too. My shoes are heavy. 
Peter: Watch out, Janet. I am going to ju 
moved the pillows, Janet. 1 hurt myself. (J 
pillows.) 
D net: I didn’t move them. 
eter: Well, I hurt my feet. 


ff my shoes. I can jump better. 


mp on the pillows. Oh, you 
anet had not moved the 
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Janet: Well, anyway I didn't move them. 

Peter: The pillows are nice now. Don't jump on them anymore. 
Danny: I won't mess them up. 

Janet: Come on, let's jump. 

Peter: | Don't jump. 

Danny: Why? 

Peter: I'm tired and we need a rest. 


The three children threw themselves on the pillows and pretended that they 
were sleeping. 


The teacher has a responsibility, if he is to use play effectively, to 
make available those play materials that evoke the most creative re- 
sponses in children—blocks, finger paints, water play, clay, dolls of a 
variety of shapes, sizes, and materials. Murphy advocates the use of mini- 
ature life toys, which are sets of toys one might use in playing house— 
dolls, dishes, furniture, animals, clothes, In using these, children are able 
to project their own feelings into the play. We like the commentary in the 
film Finger Painting, which accompanies a pre-school child's delight in 
squashing the paint through her fingers: “She is not making a painting. 
She is using paints,” 

In observing the play of adolescents, our focus is primarily on social 
relationships and attitudes toward authority. These have been discussed 
in considerable detail elsewhere in the book. One phase of play that 
consumes much adolescent attention is “try 
roles. These cluster around boy-girl rel 
tions that carry over into adult life su 
dress, correct behavior around adults 


ing on” new, exciting adult 
ationships and behavior in situa- 
ch as party manners, appropriate 
, and learning the skills of adulthood. 
Our patience may wear thin with à young adolescent who hangs onto 
the telephone for an hour as she recounts in detail to her girl friend, 
whom she left all of an hour ago, Jack's remarks to her as he walked her 
home; but we understand that she is really learning the social grace of 
using the telephone for adult purposes. We may be discouraged at break- 
fast as we greet our teen-age daughter, her eyes heavily pencilled and 
mouth shape exaggerated beyond recognition; but again we know that 
such behavior is the expression of a reaching toward adulthood. The boy 
driving his hot rod, his sneaking of cigarettes and an occasional beer, are 
his way of saying, "See, I am à man now.” 


* Finger Painting, 22 min.. silent, color, distributed by Ne 


w York University 
Film Library. 


As with the play of little chil- 
dren, we examine the play of ado- 
lescents to see what it expresses 
about the individual's internal or- 
ganization, his coherence, his flexi- 
bility, his clarity, and his ability to 
express himself even within the 
narrow confines of group conform- 
5 in » to be expected at this age. 

i cachers understand that op- 
Position at this age is likely to 
Stamp in the behavior we seck to 
eradicate or ameliorate. 

One of the most telling phases 
: the adolescent’s play is his choice 
ea The scope for choosing 
ia oin. expands overnight 
small] „ i 
a larger junior higl l the 
salu see r iigh school. The 
Scd) 5 m of the individual comes 
deei e at this time as he has to 
is € how inclusive to be in his 
riendship patterns ruistic in shari i i i 

p patterns, how altruistic in sharing himself with those who wish 
a bit of mothering impulse to befriend 


confuse with genuine affection. Per- 


o have extended their friend- 
are 


his 
S associati , 
association. Girls tend to have 


thos 
Sew n : 
hrs Who need friends which they 
aps y recs 3 
1 2 ou recall some very attractive girls wh 
Ship to indivi y $ s : 
I individuals who are unattractive and uninteresting but who 


obvio ET 

most usly in need of friends. Attitudes and values solidified at this time are 

e: `t powerful and are likely to remain with the individual for the re- 
ainder of his life. 


Pl 
&y reveals the mores groups. For ex- 


ample and cultural values of certain r 
adoles, à group worker in a settlement house was baffled when one of the 
cent boys in his group refused to help clean up the kitchen and 

ated an indifference to 


Was] 8 x» 
the dishes, The boy's behavior not only indic 
i ils, but the feeling 


© shari . ‘ 
aring that was one of the groups accepted go: 
the group worker concluded the 


US ess. 5 

0 expressed in such violent terms that 

Y was highly disturbed. Only later, when he discovered that he had 
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asked the boy to defy his own cultural norms (the boy had recently come 
9 Puerto Rico) which decree that males must not help in the kitchen 


clean-up, could the group worker make an adequate interpretation of this 
boy's behavior. 


Each human being has the urge 
to create, to extend himself beyond 
his skin. He isa questing animal and 
his quest takes many forms. Having 
conquered many of the dimensions of his space-time world, his oppor- 
tunities for questing are becoming more and more infinite—using infinite 
in a literal sense. Throughout this book we have urged teachers to get 
out of the way of the questing of their pupils. Let’s take a few minutes to 


summarize what is meant by creativity, to discuss conditions which en- 
courage it, and to find out how the cre 


helps the teacher understand the why’. 


Creativity 


ative work of children and youth 
s of human behavior. 


Meaning of Creativity 
Our culture has endowed the word creativity with 
tent meaning. Many of us have been trained to b. 
of any generation are creative. This is a myth, th 
tends to produce individuals who have walled off 
full development—thus resulting in tight, n 
then is creativity? It is the stuff of dre 
unconscious. It is the emerge 
Nisbet and Blitsten state: 


a vague, omnipo- 
elieve that only a few 
€ acceptance of which 
a part of their lives from 
arrow, inhibited lives. What 
ams, It is the functioning of the 


nce of wishes, fears, anxieties, hopes, joys. 


The stuff of the creative process . . . is composed of dreams and reverie, 


as well as conscious reflection or study, of hates as well as loves, of idleness 
as well as the sternest discipline, of pricks of conscience or the buffets of 
fate as much as the hope of reward. The unconscious is as deeply involved 
as is the conscious mind, and no act of creation can be separated from the 
emotional, as well as the intellectual, character of the creator. Whether his 
work can be great or small, there is always at work some unique concentra- 


tion of purpose, need, and knowledge that is the product of the many ele- 
ments which compose his own distinctive being.” 


Robert A. Nisbet and Dorothy Blitsten, 


“The Creative Context: A Preface,” 
Autonomous Groups, Vol. XII, Nos. 3 and 4, Sp 


ring and Summer 1957, p: 2: 
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The first thing we can say about creativity then is that it is of the 
deeper self. We can say, too, that creativity is a part of the common dis- 
course. It is rooted in the community of language, of feelings, of symbolism 
that is common to all of us. Maslow has this to say about it: 


This kind of primary creativeness is very probably a heritage of every 
human being. It is a common and universal kind of thing. Certainly it is 
found in all healthy children. It is the kind of creativeness that any healthy 
child had and which is then lost by most people as they grow up. It is uni- 
versal in another sense, that if vou dig... into the unconscious layers of 
the person, you find it there. . . “You know that in our dreams, we can be 
an awful lot more creative than we are in waking life. We can be more 
clever, and wittier, and bolder, and more original, and so on and on. % 


Conditions for Encouraging Creativity 


Since creativity is of the deeper self, no one can force it, develop it, 
or correct it except the human being himself. What then is the role of the 
teacher in encouraging creativity? Marie Rasey delightfully describes this 
role as one of creating the habitat in which creativity flourishes. Habitat 
Means “the state of nature in which a species is at home.” Now if one is 
i: home in his culture, he does not have to suppress his creative processes. 
These processes, according to Rasey, are "selection, ingestion, assimila- 
tion, and rejection.” These processes are described as follows: 


The habitat for the young of human kind must provide scope for his 
questing, opportunity to search out what he wants, and to ma xe his own 
selection from what he finds. It implies, as well, freedom to reject even 
"what is good for him” in the judgment of another.. . . It (the habitat) 
must be sufficiently complex as to furnish him both with problems needing 
to be solved and the stuff of their solution... Any habitat in which a young 
human can move in the direction of becoming more perfectly that which 
he already is, must, in potential furnish scope and facility for the culture 
of deep feeling. He is created the purveyor and the releaser of his own 
energy. No one can do it to him. It is his own value, set by his own feeling 
His budding pride of creation 


Which can trigger the output of himself... . - 


may not flourish if it meet too brusque or too insistent criticis. 
de 


„ A. H. Maslow, “Emotional Blocks to Creativity” (lecture given before Crea- 


Engineeri Semi i 57 » 
gineering Semina 124, 1957). : p 
11 Marie I Rasen and W. Menge, "The Educative Process in Terms of Habitat 


mir ; 
Meographed statement). 


tive 


ar 
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If the teacher attempts to create a habitat that allows the pupil to 
express himself, he encourages the non-conformist, as did the teacher who 
received this bit of writing: 


But it feels good 

To say everything 

And not worry about 

What other people think. 

And maybe from all these words 
One or two lines will be pretty. 
And I can feel proud 

About what I’ve said 

About what I've felt 

Without worrying how 
Anybody else feels 

About what I’ve felt. 


He sees that the classroom program is concerned with problems that are 
complex enough to challenge the young, problems that are on the grow- 
ing edges of our culture, problems that are broad enough in scope to have 
appeal to individual uniquenesses. The teacher who wishes creative work 
refrains from using the red pencil on products of the creative spirit. What 
a loss, had the teacher corrected this bit of self-expression: “The cow has 


a fine sense of smell: one can smell it far away. This is the reason for the 
fresh air in the country,” 12 


Study of Creative Work 


y forms. It may be a piece of sculpture, à 
à piece of newsprint 
» à song or dance. We observe 
it tells us about the child or adolesce 
about the individual's inner se 


Creative work takes man 
painting, a blob of paint on 


a short story or poem, 
a bit of acting out 


the creation to see what 
nt. As in play, creative work tells 


If, how he feels about life, and the way he 
perceives himself in his world. We accept the creation as it is proffered: 


that is, in confidence that it will be appreciated. Without such a spirit, no 

is the most creative of all emotions. The 
personality permeated and motivated by account the needs, 
ambitions, desires, problems, griefs, and successes of those 
Man’s needs change, but not his love, nor his desire 


creative work flourishes. Love 
love takes into 


around him. 
that his love should 


II. Allen Smith, Write Me a Poem, Baby (Boston: Little, Brown and Company, 
1956), p. 44. 
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satisfy his needs. Since the creator endows his creation with some of his 
own spirit, the teacher must be tender and loving in his attitude toward 
the creative product. 

As we study the creative work of our pupils, we also watch the process 
of their creating just as we do when we observe play. One teacher de- 
scribes Ronnie's contortions while writing a story. 

Ronnie sits with his pencil in his hand staring at the paper. He has one 
hand on his head, the other in his pocket. He suddenly jumps up. draws 
his feet up to his scat and sits on them as he scribbles frantically. He breaks 
the lead on his pencil. He throws his pencil down in disgust, reaches for 
it, goes to the pencil sharpener and grinds vigorously. Back to his seat, feet 
up on his seat again. In this half-standing, half-sitting position he writes 
steadily for a few minutes. Then he looks up at the ceiling, relaxes, and 
sits in normal position. 

The teacher is in a key role to encourage creative work in a wide 
variety of media, In arts and crafts, the teacher finds many, many ways 


in which art enriches the program. He has a plethora of materials around 


“found” materials. He quietly notes the interests 
e get "caught up in 


neluding quantities of 
Beige by pupils. Some draw only horses; som 
draw ieee others are drawn to and 
The ieri — ia gadgets dE 1905. 
Youth ies Yer notes what the child or 
and 5 to be saying in his creation 

: en observes for behavior that con- 
aet denies the hunches he has 
an abun n may see tiny inhibited lines, 
thus ex rine of detail, or wide sweeps— 
teacher 5 feeling about space. The 
it Psike see an individual who finds 
Dress 5 to get vis of himself and ex- 
Such a de which is usually repressed; 

vild is Jane. 


Which are quite humorous in form. 

al makes animals out of wool and is 

Uso i 3 d 4 
in the process of building a cage to 


lOouse n 
Use our rabbits. She seems to derive 
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a great deal of pleasure from this type of activity. Perhaps this helps Jane 
gain some sort of emotional release. I have stated before that Jane is a 
perfectionist. When Jane is involved in her crafts, she is oblivious to every- 
thing except her own artistry. Her need for perfection is lessened and she 
doesn't remain the neat little girl in the classroom. Her hands get full of 
clay, even her face gets dirty, but she doesn't seem to mind it as she does 
when she is in a structured atmosphere. 


As a contrast to Jane, consider Nathan, a six-year-old: 


During the days that followed, when Nathan drew 
usually of boats and fish. He began folding these papers and drawings into 
the tiniest pieces of paper and stuffing them in his pocket. He also threw 
several in the garbage pail. After our relationship developed, I asked him 
if he would like to learn how to make an envelope for his work. He was 
intrigued by the envelope. I did all the work and he wrote his name on 
the outside, During that week he made several envelopes of varying sizes. 
One was for the fish that he drew and cut out and wanted to save. I wrote 
"fish" on the outside. I believe he really knows this word now. I watched 
him measure an envelope to be sure his drawing would fit it-he traced 
it and left room for folds. It was precisely done and every motion seemed 
to indicate that it was a special thing for him. 

His drawings led us into many conversations—one fascinated me so 
much I asked him if I could write his story down. He continued and then he 
would say, “Read what you havel" The stories were about his father's boat 
and about fish he had caught. I did this Story idea for several days. I wanted 
to use them as a way to get him to tell the story to the group. He, how- 
ever, wanted to take them home in his envelope. One day I had him look 
at a picture of children in a classroom. There were fish tanks and a group 
painting and a small toy boat. He said, “Let’s make believe this is really a 
cabin cruiser,” and proceeded to tell me about advanced boating, He men- 
tioned his father was away and that he mailed one of his stories to his 
father. I suggested he write a letter to his father, He said, “O. K., but I 


tell you stories. You write this one.” T wrote how much I liked Nathan and 
he began smiling cautiously. 


pictures they were 


This experience illustrates how a sensitive teache; 
bilities in creative work. Not only was Nathan expressing a part of his 
life, he was gaining confidence in his teacher; he was learning how to put 
his ideas and feelings into words as well as into paints. Later on the 
teacher made a paper fishing game which she brought to the class. She 
reports: “Nathan played with it during free activity. He was wild with 
excitement, hís voice reaching a high squeaky Soprano. I never saw him 
jump or giggle so much." What a different approach from this one: *David 


T can open up new possi- 
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came to my desk and asked if he could draw a picture. I told him he 
could if he would write a storv about it." | 
ga a group work, work that calls for much free- 
gue ^ A a | superior ways of evoking creativity. The creative 
ees ^ died p vpn handy; he sees possibilities for development 
mi un s i jeo s E as murals, puppet shows, making of large 
fev are on s i Es, pins es, masks, and the like. A word about puppets— 
ciis 5 e - ni for the projection of feelings that are not ac- 
iE N ora ac nowledges them as one's own. A projective use of 
ime ha pe ane that pupils draw their families at work, at play, at 
diosa atl a ^w B One eight-year-old drew her father eating 
lius weno arp y enjoyed a picnic. Her remark was, "My pappa's 

c l I cnic y himself. He doesn't like to eat with people." 
Nis eoi e ai 1 Macte . cherish and 
Whenever d g a an ba as he wrote his story about the fish. 
ER sich on, Dec a to write n the same subject we are likely to 
Walks out of r " the writing. Children and youth, like all of us, must 
eins sous n 5 and when they do we often get elo- 
Wich ban : : s. The following story written by a city adolescent is one 
ple: 


mel oes tell "am about my block. In fact I can probably tell you a 
da sibi! ery house in my block, and even tell you a storry about the 
dairy hich are no longer standing and are not a refuge for garbage. I 
— intend telling you a storry for every house, but I'll outline my block 
and its conditions and of course its people and people who live in streets 
or blocks like mine. 
The pe: houses in my block are old and delapoted, about to crumble down. 
thes m s are so dark at night and during the day very little sunlight enters 
The SHE and even some apartments in order to make it gay and pleasant. 
b dirt and filth in the hallways and the way some of the people live its 
ot fit for a dog to live. 
will The streets are always filthy even on Saundays, 
h garbage, broken glass all over the streets. And only one's to blame for 
I said the people if some people only new 
in that dirt and filth. There are all kinds 
good and bad. But lets not 
ant to raise the rent every 
ying to improve the con- 
titition. Why 


ash cans overflooded 


ar this, is the people. Yes, 
acts, that they have to live 
a people who live in my block. You will find 
put the blame on them. Its the landlords who w: 
Month and can’t afford to spend a little money try 


ditions of his house. I also blame the Department of Sana 
neglect to pick up the garbage. You can go downtown and the streets are so 
clean you can almost eat off them but not in my block. And who cares, no 
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one. Some people wonder why they catch all kinds of diseases. Some say he 
gave it to me, I caught it from her instead of looking around at the sur- 
roundings in which he or she live in. 

Not all the people in my block are like this. We have some wonderful 
folks who live there also. My house is old and warn out, but my apartment 
is always clean and thats how we try to keep it. We all have our up's and 
down's and hope to make the best of it. Some people who live in my block 
or anyone who has lived in blocks like mine turn out to be some of Amer- 
icas best citizens. And yet some turn out to be dope peddlers, bookies. 
reefer smokers, all goes along where I live. 

Please believe me I am not proud to say I live in my block. The streets 
are so dirty it even makes me feel bad to walk into them. I do hope when 
Iama man and have kids there wont be anymore slums, the word would 
not have to be used again. 


Some suggestions that other teachers have found useful in stimulating 
creative writing are: 


Develop a portfolio about each child in which he 
writing. One teacher started this proje 
write about himself and then his pe 
wealth of material she unearthed! 
illustrate their writings. 

Develop a list of projective subjects to write about and let the children 
choose those that are appealing to them. Some suggested topics are: It 
I Were Principal of This School, 1f I Were Mayor, If I Were My Father 
(Mother), If I Were Teacher of This Class, If 1 Had Three Wishes, If ! 
Could Take a Long Trip, If I Had to Choose Three People to Work With, 
My Kid Sister, When I Grow Up, Pet Peeves, When I Turn the Light 
Out at Night... 

Encourage pupils to hand in “Scraps.” Whe 
want to get down in a hurry, 
in a box. Later these scraps 
manner, 

Develop the habit of spending some 
of writing with positive accept 
complete, it must be shared. 

Develop a class paper that is functional. 

Devise as many real needs for writing as you and the pupils can think of. 
When you write letters, for instance, write them to real people for a 


needed purpose and mail them. Have a class 
cating ideas. 


places samples of his 
ct by asking each individual to 
t peeves, and later his likes. Such a 
The children also drew pictures to 


never they have a thought they 
jot it down on a scrap of paper and put it 
are read and talked about in an informal 


time each week in having oral reading 
ance of the writing. For creativity to be 


emphasis upon communi- 


We quote a few samples that came 
included pictures—that the class m 
are uncorrected. They are ten- 


from the portfolio idea —which also 
ade of situations in their families. These 
and eleven-year-olds speaking: 
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My Family 

fis 155 family is pretty big. There are 6 people in it. My mother, father, 
oig brother little brother, grandfather and me. My big brother, Bob, is 
E von ens He's 6 ft. 1 in. tall. He weighs about 160 Ibs. He has brown 
Fs i con ey es, and he goes to N. Y. University. My little brother Tom is 
n old. He's kind of plump, he's about 4 ft. 4 in. tall, blond and blue 
N Ns know what I look like. My grandfather is 80 years old. My father 
n about 6 ft. tall and he has green eves. My mother has dirty blond hair. 
has blue eyes, and is about 5 ft. 7 in. tall. That's all. 


Distrubance 
ted work. Its 


he thing that disturbs me most is school. Its that blas 
r its spelling. 


all work ; 5 K i ‘ 
vork and no play. You do arithmetic then mintists leate 


School berns me up. 


My Pet Peeves 


sane em my pet peeves happen when I am out with mv mother and 

ine o n 1 . when I go bowling with my parents. Thev always tell 

if lam ies rs ball one way and if I don't they vell at me. I really do better 

help, Fi ing ** Other times my mother vells at me for something I couldn't 

Emes itires ^ wi are mothers for. I agree with her sometimes but other 
ally isn't my fault. 


Pet Peeves 
are mv sister. She always screams at 


eally gets me! ! ! 
ly three years old he really 
a chair. He takes it all 


TS "s Higgs that really disturb me 
a lot! And she sucks her thumb and that r 
Ts is my brother. Even though he is on 
for hi me around! He wouldn't even let me sit on 
imself! 
Gen © mother is half ok 
my sister is doing her homework. 
My father is okay. 
And that is all the thing t 


ay! But she wouldn't even let me stay in my room 


hat really disturb me! 1 55 115557 


Pet Peeves 


is my Sund 
ack board. I 


ay School teacher also 

also dislike aunts and 
I don't like my sister to feel and 
I dislike to be called anything. 
“do you remember 
! ed too.) 


3 of the things that distrubs me 
ue ae: is chalk skreeching on the bl 
talk ü wd reilitives to pinch me. 
I dislike I just can't understand anything. I « 
insi i e to be called a baby. Also I hate relitives to say 

I saw you when you were five months old. (as if I was sopos 
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Enjoyments 


When I receive money it makes my happy. When mv brother tells my 
parents something on me but doesn't no the real thing and gets in trouble 
I am again happy. I also enjoy when I'm in some sort of game but can't 
be in it because I have to go somewhere and then find out I don't have to 
go to that somewhere. To me school doesn't disturb me at the slitest. I 
think it's just a thing you have to go through in life. But when I get through 
with school on Friday I'm happy and I look forward to the weekend. 


Things I Like, Like Like Like Like Like etc. 

Ilike to have chicken for dinner. I like to live. I like to go to sports 
attractions. I like to read the paper. I like to stay home from school. I 
like gym. 

The thing I like like like like like like like like like like like best is 
info A weer re : P. S. I like my brothers and parents. 


The creative field is a place where children and adults mect as equals. 
The most creative people are often the most childlike, “Lest you be 
as little children you shall not enter the Kingdom of Heaven" seems 
to apply in this connection. The same principles which apply to studying 
samples of arts and crafts and writing also apply to any creative expres- 
Sion: music, dance, creative dramatics, creative discussion. Each is à 
means of developing interpersonal relations in which the pupil feels se- 
cure, safe, the recipient of adult understanding and appreciation. Each 
media gives the individual a chance to project himself, to try-out, to build 
an identification with people and with materi 


als, to experience a whole- 
ness. 


Perhaps we should stop here, but being school teachers we must utter 
a few words of advice. We live in 


to believe that some people should 
age of ready-m 
Being hum 


an age in which we have a tendency 
tell others what to like. We live in an 
ade art. Gadgets are numerous and temptingly clever. 
an, teachers are often tempted to use kids to make themselves 
look good in the eyes of the public. (Need we mention operettas bands, 
tediously rehearsed dramatic shows?) We are still struggling with the 
pioneer concept of climbing to the top over the shoulders of others. We 
must caution specifically here against the teacher’s drawing lessons, mor- 
alizing, blaming, correcting—all of which quench creative expression. In 
observing the obscure language of self-expression, the teacher seeks to re- 
ceive unspoken revelations of the child’s inner self. Thus he must stifle all 


impulse to criticize or compare. These are all sure ways to kill creativity- 
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Role-Playing "Yon be the mama and I'll be the 
daddy, speaks the five-year-old as 

she goes about her busy way play- 

lightfully — s ig house: At five, children are de- 
learn ke xi 2 "a m Ium toleplaying, y i van dms playama 
Sen s le p layers by listening and observing. As the child grows, 
; y something happens. He begins to pull down the blinds to his 
inner self-thus hiding many of his thoughts and feelings from the adults 
— might be able to understand these feelings. His experience teaches 
— m$ oil usi always be trusted and do not always understand. 
iis i nns role-playing to children and youth to try to get back to 
penness and freeness of little children, so that we may know more 

and so pupils may have a chance 


cor x F. N " 
npletely what we are working with 
anxieties that they do not 


to make conscious many of the unconscious 
Understand or know what to do about. 
E We are discussing role-playing as a spon 
rdi We call this sociodrama. This tool is most effective beginning 
lildren about nine or ten and extending throughout the life span. 
nces have found sociodrama to be an 
arning. The teacher may 
class is having a 


taneous enactment of a social 


e * well as the social scie 
985 2 5 and effeative method for le 
party Pin un for a variety of purposes. Suppose the À 
Mision: ir parents and they need to learn how to manage this new 
fath The role-playing calls for some children to be mothers and 

teacher. As the play-parents and the play- 


rs, for someone to be the 
a rich opportunity to observe 


ire assume their roles, the teacher has ; 
ii pictures that the role-players have of these particular adults. Role- 
1 2 this instance is used to rehearse a new experience. School is 

e with situations that can be better played out than talked about. 
all the situations and relating 


„ 
ou c: ' à : KC e 
an have an interesting time imagining à 
t get from 

D 


bi s insights about the pupils that the teachers migh 
uations, 
1 use of role-playing which rev f the ind 
arise 5 ings and attitudes is the playing out of conti situations ; 3 
tor "i are incipient in the group. Suppose that tiis is an one” 55 
de ass or a core class and the pupils are discussing the v amie 
to di ton making segregated schools illegal, or the influx of Puerto ican 
1 € Mainland, or the migration of Southern Negroes to Northern cities. 
ese are all current happenings that are loaded with individual percep- 


eals more of the individual's 
hat 
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Enjoyments 


When I receive money it makes my happy. When my brother tells my 
parents something on me but doesn't no the real thing and gets in trouble 
I am again happy. I also enjoy when I'm in some sort of game but can't 
be in it because I have to go somewhere and then find out I don't have to 
go to that somewhere. To me school doesn't disturb me at the slitest. I 
think it’s just a thing you have to go through in life. But when I get through 
with school on Friday I'm happy and I look forward to the weekend. 


Things I Like, Like Like Like Like Like ete. 
I like to have chicken for dinner. I like to live. I like to 
attractions. I like to read the paper. I like to st 
like gym. 
The thing I like like like like like like like like like like like best is 
desc obs UE" PEE TO P. S. I like my brothers and parents. 


go to sports 
ay home from school. I 


The creative field is a place where children and adults meet as equals. 
The most creative people are often the most childlike. “Lest you be 
as little children you shall not enter the Kingdom of Heaven” seems 
to apply in this connection. The same principles which apply to studying 
samples of arts and crafts and writing also apply to any creative expres- 
sion: music, dance, creative dramatics, creative discussion. Each is a 
means of developing interpersonal relations in which the pupil feels se- 
cure, safe, the recipient of adult understanding and appreciation. Each 
media gives the individual a chance to project himself, to try-out, to build 
an identification with people and with materials, to experience a whole- 
ness. 

Perhaps we should stop here, but bein 


£ school teachers we must utter 
à few words of advice. We live in 


an age in which we have a tendency 
to believe that some people should tell others what to like. We live in an 
age of ready-made art, Gadgets are numerous 


Being human, teachers are often tempted to use 
look good in the eyes of the public. ( 
tediously rehearsed dramatic shows?) We 


must caution specifically here ag 
alizing, blaming, correcting—all 

observing the obscure language of self-expression, the 
ceive unspoken revelations of the child's inner self. Th 
impulse to criticize or compare. These are all sure wa 


ative expression. In 
teacher seeks to re- 
us he must stifle all 
ys to kill creativity. 
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Role-Playing “You be the mama and I'll be the 
daddy,” speaks the five-year-old as 
she goes about her busy way play- 

lightfully open and free in their rol i eo = T E weit 
iom dics tha nest te E m EE RA "n call it creative play and 
eser 5 » ) he ening aa observing. As the child grows, 
i al ^s nappens. He begins to pull dowi the blinds to his 
sitio i de TM many of his thoughts and feelings from the adults 
Hirn thet lida i e to understand these feelings. His experience teaches 
[MP - nm 5 always be trusted and do not always understand. 
thes ae 11 aying to children and youth to try to get back to 
e e . freeness of little children; so that we may know more 
ranks dn á p bb: are working with, and so pupils may have a chance 
sith nscious many of the unconscious anxieties that they do not 
rstand or know what to do about. 

fae i: role-playing as a spontaneous enactment of 

. We call this sociodrama. This tool is most effective beginning 


With chi 
üildren ; TE " ; 
dren about nine or ten and extending throughout the life span. 
ama to be an 


a social 


Ind 
ustry as wo x 3 5 S 
unus 4 as well as the social sciences have found sociodr 
sually M f : a 
Tea 1 y powerful and effective method for learning. The teacher may 
rOle-playj " : " è 
playing for a variety of purposes. Suppose the class is having a 


party f. 
Qr ir nar : 
Y for their parents and they need to learn how to manage this new 


lls for some children to be mothers and 
teacher ass ; acher. As the pope and the play- 
the W their roles, the teacher has a rich opportunity to observe 
Playing ies that the role-players have of these particular adults. Role- 
replete A this msue is used to rehearse a new experience. School is 
; ith situations that can be better played out than talked about. 
imagining all the situations and relating 


s that the teachers might get from 


Situati 
5 The role-playing ca 
athers for 8 ý 

rs, for someone to be the te: 


ile Siren! interesting time ima 
these e a insights about the pupil 
lations, 
Mis n use of role-playing w 
arise or mee and attitudes is the pla 
tory ql are incipient in the group. Sup 
T or a core class and the pupils 
21 chools illeg 


to 
the M ion of Southern N 
s that are loaded with 


hich reveals more of the individual's 
ying out of conflict situations that 
hat this is an American his- 
are discussing the Supreme Court 
al, or the influx of Puerto Ricans 
egroes to Northern cities. 
individual percep- 


pose t 


making segregated S 

A ainland, or the migrat 

ese are ; i 
are all current happening 
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tions that run the gamut in feelings and attitudes. To talk about these 
situations without having an opportunity to examine one S own feclings 
and others' feelings about them is just "covering material" Little is un- 
covered that has personal meaning and little is generated to act upon in 
future living. Role-playing gives the teacher a tool through which feelings 
can be explored and recognized as the real generators of our behavior. 
The person who believes that “Niggers should know their place and stav 
in it,” by playing a Negro, has the chance to feel how it feels to be treated 
as an inferior. We do not assume, of course, that 
are going to crumble through one 
such experience, but frequent ex- 
amination of one’s feelings may 
lead one to understand why he has 
come to have these feelings. He 
may then become more susceptible 
to change and more insightful in his 
understanding about how others 
feel. The same situation may reveal 
to another person feelings that he 
has been unaware of until he started 
to play out the role. Much in our 
culture has “carefully taught” us to 
give the proper, the accepted right 
response no matter how we really 
feel. Using role-playing to identify 
feelings and to work with feelings 
leads to more flexibility of person- 
ality as well as more thoughtfulness 
about the meaning of human rights. 
Some teachers have 


a lifetime of feelings 


examined the content areas of the 
to see how they can be personalized, individualized 
living emotions through the use of role-playing. 
One of the developmental tasks of adolescents is becoming an inde- 
pendent, mature person. We often refer to this as 
strings.” Role-playing is one way to he 
problems his parents face in this 
parents (as we hope you will be) 


realize the adolescent's feelings 


subjects they teach 
and endowed with 


"untying the apron 
irl or boy understand the 
process. And if you are 
it is equally effective 
and needs. 


lp the g 


working with 
in helping parents 
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Because we are working with feelings in this use of role-playing, the 
teacher discovers some of the most important data about his pupils. He 
learns, if he listens wisely, the degree of flexibility the individual has in 
putting himself into someone else’s role, the quality of openness he is able 
to reach as he plays a role, the depth of his understanding of human 
motivation, the blocks he has to understanding the feelings of others, and 
Hn what areas these blocks occur. He learns a host of attitudes which the 
individual has that he may deny or be unaware of—particularly attitudes 
toward authority; toward conformity; toward differences in race, reli- 
gion, intelligence, social-class status; toward codes of behavior that gov- 
EN when no one is looking; toward himself—his own worth and needs and 
Hopes. He observes those areas in which verbalizations and behavior are 
n conflict and knows that the pupil needs help in understanding his con- 
flict. We hope you will learn to use this tool with skill, for it is one of 
the more difficult to use, yet one of the most useful in your kit. One small 
caution in using role-playing, never assign roles to be played. The re- 


Sponse must be voluntary if it is to be valid. 


Seems i The knowledge gained from so- 
ciometric devices has been dis- 

Tools x x 
cussed fully in the previous chapter, 
“Study of Group Situations.” This 
' is an important tool—one that you 
Will need to learn how to handle effectively. With this tool you will have 
a better knowledge of the friendship patterns in your class. (See socio- 
grams on pages 390-391.) This knowledge is invaluable in assessing feel- 
ings. No teacher knows what he teaches unless he senses the feelings of 


his pupils. 


Sampler oi Work You will find it helpful as you 
begin your teaching to make a 

folder for each of your pupils in 
which samples of work may be 
writing, some of his art work, his own 
ds of what he has read. We believe you 
st what he would like to have in- 
d the pupil will look over the 
upil's progress and what 


kept. Keep some of the pupil's 
evaluations of his progress, recor 
Will want to discuss with each pupil ju 
cluded in his folder. Now and then you an 
Samples and make some decisions about the p 
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skills his future work needs to emphasize. These occasions may be envi- 
able moments when the pupil has the undivided attention of his teacher, 
or they may be moments to be dreaded. It all depends on the teacher's at- 
titude about his role in learning. If he assumes his role is to make the 
pupils learn, this tool may turn into a weapon. 


One of the more important tools 
is to become familiar with the 
pupil's life-space. Take a walk home 
with the pupil and try to sce his 
environment through his eyes. Note the things he passes that would be of 
interest to him. If you are lucky enough to have him accompany you, take 
note of what he chooses to point out to you. Note those phases of his life- 
space that might be negative to a child's development. Note the feclings 
he has about his home, his toys, his family, his friends. We like the story 
in Heaven in My Hand when the school teacher, smelling the odors from 
the kitchen of a meager home, said, "Thy mother must be a wonderful 
cook.” Her answer from the child was, “My mother is no cook. She is the 
Lady What Cooks!" ** Such a distinction indeed reveals 
ference in feelings about one's home. This is what one 
as he tries to understand the life-space of another. 


Life-Space 


a world of dif- 
attempts to sense 


— Try to see your pupils outside 
of school if you can, They have a 
different picture of you seen away 
from the classroom. This often leads 


l l to a freer exchange of feelings, and 
you will see them differently when you are not responsible for them. If 


you teach in a community where many of the children go to a settlement 
house, or community center after school, drop in some 
watch them at play. If they are in a play or 
and invite you (and they will i£ they have 
invited), accept and see what your pupils attend to when not busy with 
school. If you see the pupil outside school, you are 
as did this teacher: "The next day Bill brought in 
n Roll records. Fortunately, 


Associations 


afternoon. and 
à program away from school 
an inkling you'd like to be 


less likely to respond 
a whole album of Rock 


we were very busy and did not have time to 


Alice Lee Humphreys, Heaven in My 


1950), p. 28. Hand (Richmond: The John Knox Press, 


— 4 
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play them.” In those school systems that have school camping, teachers 
come back from a week with their pupils with changed perceptions of the 
boys and girls. We dare say the pupils’ perceptions of teachers are 
88 considerably, tool At adolescence teachers have more chance to 
AA the kind of relationship that de-emphasizes status. Secondary 

achers have the best chance of coming to know their pupils through 
extracurricular activities. These activities (if we allow them to be run by 
the pupils) enrich the classroom relationship far more than we would 
expect, judging by the time they require from the sponsor. 


Specialists’ Nearly all schools today have 

"in some specialists whose job it is to 
e 

P help the classroom teacher in diag- 

nosing and working through prob- 

lems that are too severe for him to 


handle by himself. The elementary school has a school nurse, perhaps à 
Psychologist, a helping teacher, a supervisor, and a principal. Some 
ni ie ipii teachers for reading and speech. Some have special 
have — art, seni physical education. Nearly all secondary teachers 
Kinase — personnel as well as the other categories of specialists, The 
n teacher then does not have to be the “be-all and know-all." We 
urgently insist that the classroom teacher is in a better position to know 
the child in depth than any other person on the staff. The classroom 
teacher, therefore, must be accepted as a vital, equal member of a team 
When special help is required. 
Fortunately, teaching is moving towar 
teachers are more frequently accorded the respect of professional s 
s discussing records and materials collected about a pupil's behavior. 
We believe the more effective way for specialists to use their competen- 
cies is to work with teachers in helping them understand the signs of 
trouble, the kinds of blocks to mental health which some practices en- 
Bender, and the channels for securing help when the school's resources 
are exhausted. One of the great wastes of our day is the psychological 
data collected by some school psychologists and filed neatly away because 
the teacher does not understand the recommendations or has so little 
confidence in them that they are not implemented. The teacher-psycholo- 
Bist relationship must be one of equals who respect each other, but who 
lave different tools with which to help the pupil. We believe the psy- 


d becoming a profession, and 
tatus 
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chologist should see the pupil in the classroom before making judgments 
about him. The teacher's use of the specialist is as effective as his under- 
standing of what services the specialist has to offer and his confidence in 
the effectiveness of these services. Today many tests are available to the 
teacher in helping him gain a more complete picture of a child's mental, 
physical, and social development. While it is outside the scope of this 
book to discuss these tests, we note here that often the teacher needs the 
help of a specialist in interpreting these tests. 


Perhaps you wonder that we 
include this as a tool. If vou do, set 
up a tape recorder in a classroom 
some day for an hour and then 
play it back. Record the amount of 
time the teacher was talking and compare it with the time the pupils 
talked. Now, you can't be listening if you are talking. Most of us school 
teachers are big talkers. We know so much that we want to pass on. We 
have so much material to cover. We forget that we miss so much by not 
listening attentively—trying hard to hear what the individual is saying be- 
tween the lines as well as on the lines. So much of our effort in school is 
to keep people quiet, but pupils who are really quiet, who are "shut up" 
are inaccessible to learning. 


Creative 


Listening 


Creative listening is a tool that permeates all we do. You use it in 
sociometrics as you interview the pupils about their choices, in role-play- 
ing, in home visits, and don't (whatever you do) fail to listen creatively 
in parent conferences. Somebody once said that we need thre « 
to listen to the words, a second to listen for meaning and a third to listen 
for feelings—what is not said. We are aware of the ere: 5 zhi 
some of us go on occasion to use words to conceal dern Verde 
train ourselves to become sensitive to what is behind the verbal screen. 
What was she really trying to say? What did that expression in his eyes 
mean when he said he couldn't see me this afternoon after school? Some 
of the cues to watch for as you attempt to listen creatively are: 


e ears; one 


Is the language simple, direct, concrete, or is it stilted, vague, obscure, 
euphemistic? 

Does the individual come straight to the point or is there verbal hedging? 

Does the language he uses and the non-verbal communication convey the 


same message? If there's a conflict, better trust the non-verbal. 
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As you teach, each of vou will learn to handle these tools with skill. 
You'll learn just what model seems to fit your personality and your ways 
r ae You will undoubtedly discover many more that you will want 
o add to your personalized tool kit. We have not mentioned 
projective techniques, for example. Many of the tools n ut ee 
jective, and the variations and adaptations available in their use are mul- 
tiple. You will be working with test data in many of your courses. The 
sources that follow indicate many of the helps available for you. As a 
Person beginning teaching, remember that teaching is not the perform- 
2 5 tricks nor the application of formulae. Teaching is an art. The most 
asic characteristic of an art is that it must flow out of the life experi- 
ences of the creator. The joy and challenge of teaching is that opportuni- 
lies to be creative never run out. You have an inexhaustible supply of 
creative means waiting to be fashioned by your hands, your thoughts, and 
your feclings into a work of art—the art of teaching. 


Additional Sources You May Find Helpful 


ave discussed in this chapter. 


You'll need to read more about the tools we h 
acher. 


We dubie à 
Cor hope you'll try using these tools as you continue your training as a te 
nsult the following sources. You'll find them helpful. 


READINGS ON ANECDOTAL RECORDS 

culum. Development, Using Anec- 
alt in Our Schools. Washington, 
1950, pp. 184-202. 


Association for Supervision and Curri 
dotal Records," Fostering Mental Hc 
D. C.: National Education Association, 
rt F. Wright, One Boy’. 
urper and Brothers, 1951. 

York: Appleton-Century- 


Roger Barker and Herbe s Day: A Specimen Record 
of Behavior. New York: H 
Peter Blos, The Adolescent Personality. New 
Crofts, Inc., 1941. 

rs Understand Children. Washington, 


Daniel A. Prescott, Helping Teache 
1946. 


D. C.: American Council on Education, 
, The Child in the Educative Process. New 
Company, Inc., 1957. 

Marie I. Rasey and J. W. Menge, 
York: Harper and Brothers, 1956. 
and Use of Anecdotal Records. 


York: McGraw-Hill Book 


What We Learn from Children. New 


Arthur E. Traxler, The Nature New York: 
Educational Records Bureau, 1939. 
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Margaret Heaton, Feelings Are Facts. New York: National Conference of 
Christians and Jews, pamphlet. 


Viktor Lowenfeld, Creative and Mental Growth. New York: The Macmillan 
Company, 1952. 


A. H. Maslow, “Emotional Blocks to Creativity," 


Journal of Individual 
Psychology, Vol. 14, No. 1, May 1958, pp. 51-56. 


Hughes Mearns, Creative Youth. New York: Doubled 


av and Company, 
Inc., 1929. 


James L. Mursell, Music and the Classroo 


m Teacher. New York: Silver 
Burdett Company, 1951. 


Caroline Pratt, I Learn from Children. New York: Simon and Schuster, Inc., 
1956. 


Ruby H. Warner, The Child and His Ele 


mentary School World. Englewood 
Cliffs, N. J.: Prentice-Hall, Inc., 


1957, pp. 93-135, 180-225, 349-375. 
READINGS ON ROLE-PLAYING 


Association for Supervision and Curriculum Development, “Sociodrama as 
Educative Process,” Fostering Mental Health in Our Schools. W 


ashington, 
D. C.: National Education Association, 1950, pp. 260-285. 


Alex Bavelas, "Some Comments on the Uses of Role Playing," Sociatry, 
June 1947. f 


Arthur Katona, “Sociodrama,” Social Education, January 1955, pp. 19-26. 


Howard Lane and Mary Beauch 


amp, Human Relations in Teaching. Engle- 
wood Cliffs, N. J.: Prentice-H 


all, Inc., 1955, pp. 266-279. 
George and Fannie R. Shaftel, Ro. 


le Playing the Problem Story. New York: 
National Conference of Christians j 


and Jews, pamphlet. 
READINGS ON SOCIOMETRY 


Helen Hall Jennings, Sociometry in Group Relations, Washington, D; C: 
American Council on Education. 1948. 


Howard Lane and M 


ary Beauchamp, Human Relations in Tea 
wood Cliffs, N. J.: P. 


rentice-Hall, Inc., 1955, Pp. 312-316, 
Horace Mann Lincoln Institute of School Experimentation, How to Con- 
struct a Sociogram. New York: Bureau of Publications, Te. 
Columbia University, 1947. 


ching. Engle- 


achers College, 


J. L. Moreno, ed., Sociometry and the Science of Man. New York: Beacon 
House, 1956. 
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READINGS ON USE OF SPECIALISTS 


Robert Felix, How a Child Guidance Clinic Can Help the Troubled Child. 
Bethseda, Md.: National Institute of Mental Health. 


Fritz Redl and William W. Wattenberg, Mental Hygiene in Teaching. New 
York: Harcourt, Brace and Company, 1951, pp. 339-359. 


Carl Rogers, Client-Centered Therapy. Boston: Houghton Mifflin, 1951. 


Ann Marie Walsh, Self-Concept of Bright Boys with Learning Difficulties. 
New York: Bureau of Publications, Teachers College, Columbia University, 


1956. 


FILMS ON WAYS SPECIAL COMMUNITY SERVICES HELP CHILDREN 


Angry Boy, 33 min., sound, Mental Health Film Board. 
Head of the House, 37 min., sound, Mental Health Film Board. 


Problem of Pupil Adjustment: Part I-The Dropout: A Case Study (Edu- 
cational Psychology Series), 20 min., sound, McGraw-Hill Book Company, 


Inc. 


The Quiet One, 67 min., sound, Film Documents. 


Know Thysell 


16 


A, we come to the 
writing of the closing pages of this 
book, we note an article in The New 
York Times? stating that a world- 
wide shortage of teachers exists. 
This is not surprising, for the task 
of teaching is indeed a difficult one 
calling for an inordinate amount of 
commitment and high purpose. 
Teaching, however, calls for some- 
thing in addition to the will to teach 


1 Paul Hofmann, “Lack of Teachers 
Held World-Wide,” The New York Times, 
August 5, 1958, p. 29L. 
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well. It calls for a sensitive ability to work constructively with the intricate 
fabric of human relations. The great teacher is a consummate artist. 

The purpose of this chapter is to make more explicit one of the under- 
lying themes that runs throughout the book: the necessity to “know thy- 
self,” and to use this insight to enrich your own teaching. We have inferred 
throughout the book that the teacher teaches no better than the accuracy 
and sensitivity of his perceptions of the feelings that are generated in the 
classroom, An important aim of all education is self-understanding and 
self-acceptance. This chapter indicates some ways to work toward these 
aims in one’s life and in one’s teaching. 

With so much of modern business and social success depending upon 
the impressions one makes upon other people, much of child training at 
home and in school results in hiding and repressing feelings and urgent 
Personal wishes, In many of us, particularly those who have succeeded in 
high school and college, this motive has become so deeply ingrained that 
We dare not trust our own perceptions of our feelings and wishes nor ac- 
cept their validity. The diversity and intensity of the conflicting pressures 
of modern life have convinced many thoughtful persons that disinterested 
professional help of trained diagnosticians and therapists is necessary to 
enable us to see ourselves clearly and to determine for ourselves appro- 
Priate courses of action. The reliance upon psychotherapy as a means for 
Solving personal conflicts is particularly strong in many cities—in those 
areas, in other words, where relationships are more impersonal, life moves 
More rapidly, and roots tend to be less well anchored. 

We are unwilling to accept the idea that the conditions that cause 
Personal confusion and widespread reliance upon a profession of “listen- 
ing” must continue to exist. We deem it important to train those who 
Work with the young to create and maintain conditions which help chil- 
dren and youth to see themselves ever more clearly, and to accept the 
validity of their own preferences as developed from respect for the 
quality of living of their associates as well as of themselves. 

Certainly no sharp line can be drawn between therapy and education. 
We believe that teachers must look upon the two functions as interrelated 
Processes which occur in daily associations with people; that being a 


teacher carries with it responsibility for being an individual from whom 
eive effective non-technical therapy. Probably you have 


the youn 
g may rec 
as you have gone through 


not had much help in gaining self-understanding 


456 


KNOW THYSELF 


hool. As you guide the directions of education for those you teach, you 
school. J o : ig P 
} the opportunity to help your students develop self-understanding. 
nave D, P 


You cannot know another in 
Necessity 


ways you have not known, con- 
for: Knowing sciously or unconsciously. You are 
able to help children work with 
their feelings constructively to the 
extent that you are able to under- 
stand and resolve, to a tolerable level, your own conflicts. How true in the 
classroom is the saying, “You know not what you do,” if vou are unaware 
of the feelings that are continuously interplaying with the content and 
structure of the class. 


Yourself 


We believe the days are gone when a teacher at any level (includ- 
ing college) dare be unconcerned with the tot 


al development of the 
human beings he s: 


s he is teaching. Re-read Elmo Roper's statement on 
page 99 in which he discusses this thesis, Skills are too easy to come by 
and too easily used, either consciously or unconsciously, for destructive 
purposes unless insights and values are nurtured most carefully. Mankind 
has gone to war every fifteen or twenty years throughout recorded history; 
often the warring peoples have been the most schooled. When one gets 
caused by 
neurotic people, immature people, 
people with great skill whose values 
are warped. Our time demands à gen- 
eration of mature people. We should 
like to quote several Statements made 
by Chisholm as he spoke about this 
need most succinctly at a gathering 
of psychiatrists for the second series 
of William Alanson White Memorial 
Lectures held in New York in Oc. 
tober 1945: 


to bedrock causes, wars are 


The training of children is making a 
thousand neurotics for every one 
that psychiatrists can hope to help 
with psychotherapy — 

In whatever direction we explore . 


we come back inevitably to the 
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necessity of having in every country large numbers of mature, reasonable 
people. free of guilt and inferiorities . . . 

The government of a country cannot organize and impose any social de- 
velopments or external relations which are too far ahead of the state of 
maturity of its citizens... 

The most important thing in the world today is the bringing up of chil- 
dren. ... To be allowed to teach children should be the sign of the final 
approval of society... 

Can such a program of re-education or of a new kind of education be 
charted? 1 would not presume to go so far, except to suggest that psy 

and simple psychopathology, the sciences of living, 

able to all the people by being taught to all chil- 


chology and sociology 
should be made avai 
dren in primary and secondary schools . . .? 


Since most of us were not taught "the sciences of living" in primary 
or secondary schools, we have the obligation to become well-informed in 
these areas during college days or later. We suggest a few ways for de- 
veloping self-understanding that have proved helpful to us. 


One way to develop self-under- 


Ways : a 75 
standing is to become familiar on 
LUI Pye 5 : 

E Developing a reading level with the thought of 
Self-Understanding those who have analyzed human 


behavior, the “sciences of living” 

as Chisholm calls them. You have 
had a taste of this method as you have studied this book. Much of the 
Content of psychotherapy is now being written in language that is under- 
standable to the layman who wishes to be thoughtful about human moti- 
vation. Psychology seems to be taking a turn which emphasizes the 
Personal, subjective streams of human interaction in contrast to the 


normative approaches of the past generation or so. These newer ap- 
Proaches are rich fields to explore in your reading. At the end of this 
chapter we annotate a few of these references. These will lead you to 
Others, 

Another process for coming to understand yourself is to cultivate the 
habit of self-analysis. We use the word advisedly, knowing that some of 
Hur colleagues will cringe before it. Such cringing, the authors believe, is 
a reaction to the idea that anyone can be an analyst, even an untrained 


; i i 2 Soci: ass,” The 
„ G. B. Chisholm, “The Psychiatry of Enduring Peace and Social Progress, i 
William Alanson White Memorial Lectures, Psychiatry, Vol. IX, No. 1, February, 1946, 


Pp. 1-44, 
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person. However, to be critical, aware, thoughtful, and self-analytical, 
about one’s behavior is a necessity for a teacher. Unconscious processes 
must be raised to the conscious level. A part of an analytical attitude, of 
course, is to be aware of areas and times when more specialized help is 
needed, to know how to secure it, and to accept the wisdom of seeking 
such help. 

Much insight comes to one who forms the habit of asking: "Why did 
this happen this way? Why did I feel like that? Why did I feel I had to do 
or say that? Wonder what he heard me say that I was unaware of saying 
when he flushed like that?” Helpful in understanding human motivation 
is the process of mental role-playing through which you can anticipate 
probable responses to alternate ways of handling a situation that is 
fraught with potential conflict. 

Another step closely related to mental role-playing is to learn to talk 
about your feelings rather freely in a group composed of individuals in 
whom you have confidence and with whom you have a peer relationship. 
The dianetic * movement that swept the country a decade ago was prob- 
ably exaggerated in its claims and uses, but a seed of helpfulness resides 
in the general idea of "talking out" one's feelings in a systematic way 
with individuals who respect and accept us as we are. As has been said 
so many times in this book, repression of feelings is unhealthy. Yet all of 
us, especially teachers, have to repress in our daily lives. We need a 
safety valve to counteract the frustration that builds up as repression 
continues. A group of colleagues with whom you talk freely and feel 
free to be yourself, even if it is sometimes a rather bruised self that 
emerges, is of great help as a safety valve. 

The "talking out" process has another purpose that is of even greater 


value, for it helps the individual to point toward the future with deeper, 
more inclusive insights. If the group values a searching 


atmosphere (if it 
doesn't, it has little function), many questions 


are raised that may not 
have posed themselves to the individual at the time of his conflict. From 


a consideration of these questions come additional explanations of why 
the individual behaves as he does, additional alternatives to play out 
mentally in order to determine consequences of action. This process leads 
to deeper analyses of human behavior. 

Another way to develop more self-understanding is consciously to 
discover some means whereby you feel released, and then give yourself 


L. Ron Hubbard, Dianetics (New York: Hermitage House, 1950). 
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an opportunity to spend some time in this activity. We recall a doctoral 
student who had been quite concerned about some of the conflicting rela- 
tionships that had arisen during her advanced study. She had occasion 
to drive a friend’s car on a trip (hers had long ago been traded in for 
tuition), and returned with her old assurance and poise restored. When 
she got behind the wheel, familiar muscle patterns and nerve reactions 
began to function. She found herself able to think more clearly. The way 
she put it was, “The world is mine again!” 

Most of us respond in a similar manner to a variety of activities. 
Maybe a vigorous swim or a long, solitary walk is what releases you. We 
believe that there are many ways individuals have found to release their 
feelings. It is especially helpful to the teacher to identify his areas of re- 
lease so he consciously may seek them out as he feels the need for them, 
for he has more than the usual demand to hold his feelings in check. 

If we are to be insightful about ourselves, we must seek not only to 
release but also to clarify our feelings. Trying to put our feelings into 
words, or pictures, or forms, or movement so that they make sense to us, 
Will help us to develop more critical self-awareness. As we clarify, we ask 
why. We examine that which has been released to ask ourselves the 
personal, private meaning of it. 

If you like to hold a pencil, stream-of-consciousness writing may afford 
you the clarification of feelings that you seek. If you like to paint, water 
colors or oils may serve to release your tenseness and give you perspective 
on your conflicts. Working with clay or marble, creating a musical com- 
position, or interpreting one created by another may be the activities 
Satisfying to you. 

The teacher's own life-style is expressed, among other ways, in the 
choices he makes for spending his leisure-time, for gratifying himself by 
doing the things he wants and needs to do. The teacher’s life-style is an 
important ingredient in the teaching process. We urge teachers to take 
note of their own life-styles and to utilize these creative interests in their 
classrooms. Too often we find teachers trying to keep their own inner 
concerns and interests separated from what happens in the classroom. 
We think of Mr. Jeremiah who is a “whiz” with hi-fi. He is continuously 
experimenting with sound production and his wife gets “tangled up" 
with endless feet of wiring. At school no one knows this about Mr. Jere- 
miah. He teaches world history from the text and is considered a drone 
by his pupils. The creative teacher shares himself. He explores with his 
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pupils the meanings and joys that he has wrested from life and endows 
them with personal significance, giving them personality. 

With mixed amusement and sadness we have observed promising 
young teachers trying to assume the life-style of teachers whom they 
found valuable in their own lives. No teacher attains full effectiveness as 
long as he attempts to copy someone else. It makes a real difference to the 
pupils to have you with your own life-style as the teacher—not that you 
are better than one with another life-style, but that you are you, bringing 
your joys and ways of doing things to the classroom. 

We have found it helpful in seeking self-understanding to develop 
associations with individuals who are older, more experienced, who seem 
mature and self-directive, and who express social concern in a devoted 
spirit and with assurance. A really mature person is able to accept you 
as you are. Such acceptance leads a person to new vistas in self-explora- 
tion. Having gone through school with others our own age, we tend to 
avoid the companionship of older people. Thus we miss exposure to much 
earthy wisdom that comes only from experiencing deeply and over a long 
enough period of time to bring perspective to the joys and sorrows of life. 
Be sure you have some older friends. 

Rogers expresses the values that come from relationships that are ac- 
cepting of individuals as they are as follows: 


it seems reasonable to hypothesize that if the parent creates with his 
child a psychological climate such as we have described, then the child 
will become more self-directing, socialized and mature. To the extent that 
the teacher creates such a relationship with his class, the student will be- 
come a self-initiated learner, more original, more self-disciplined, less 


anxious and other-directed. . . . It appears possible to me that we are seeing 
the emergence of a new field of human relationships, in which we may 


specify that if certain attitudinal conditions exist, then certain definable 
changes will occur . . . 
If I can create a relationship characterized on my part: 
by a genuineness and transparency, in which I am my real feelings; 
by a warm acceptance of and liking for the other person as a separate 
individual; 
by a sensitive ability to see his world and himself as he sees them; 
Then the other individual in the relationship: 
will experience and understand aspects of himself which previously he 
has repressed: 


will find himself becoming better integrated, more able to function 
effectively; 
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will become more similar to the person he would like to be; 

will be more self-directing and self-confident; 

will become more of a person, more unique and more self-expressive; 

will be able to cope with the problems of life more adequately and more 
comfortably. 


I believe that this statement holds whether I am speaking of my rela- 
tionships with a client, with a group of students or staff members, with my 
family or children. It seems to me that we have here a general hypothesis 
which offers exciting possibilities for the development of creative, adaptive, 
inner-directed persons.* 


The ways, discussed briefly in the preceding paragraphs, are those 
that the authors have found helpful in their lives. You will find others 
that suit your particular needs, temperaments, and interests to add to this 
list. Out of this exploration of yourself, you'll be seeking answers to ques- 
tions like these: 


Why do I get tongue-tied around older people, when I am such a glib 
talker with my own group? 

About what subjects do I find myself talking in louder and louder tones 
when someone disagrees with my point of view? 

Why can I tolerate "smart-alecky" behavior in a girl and not in a boy? 
Or the other way around? 

Why do I sometimes feel so alone in a crowd? 

What causes me to “blow my top" without due reason? 

What kinds of temperaments make me feel comfortable, at home? What 
kinds irritate me? What kinds do I fail to respond to? Why do certain 
temperaments affect me as they do? 

What sources of authority do I find acceptable and what sources do I reject? 

Why do I listen and heed advice coming from and resent 
the same advice coming from ————__— — 

What mannerisms do I have that pupils might find annoying, amusing, dis- 
tracting? 

For what concerns will I go the second mile? 

Can I anticipate my own breaking points of fatigue, anger, uncertainty? 
Have I found wavs to handle constructively situations in which I reach 
the breaking point? - 

Do I understand the strengths and fallacies of my attitudes toward au- 
thority? Am I aware of their origins? : 

Am I irrational or illogical in my attitudes about certain areas? Which ones? 

Does the discussion of some topics cause a lump to come into my throat? 
Which topics? Under what circumstances? 

— 

Carl R. Rogers, Becoming d Person, Nellie Heldt Lectures, Oberlin College, 

Oberlin, Ohio. 1953, pp. 6-7. 
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responsibility thereafter. Our profession will make little progress, it seems 
to us, in arranging healthy therapeutic environments for living as long as 
we assume that the specialist can know children's needs and interests 
apart from close and continuous consultation with the teacher who lives 
with them day-by-day. 

As the teacher works with groups of boys and girls, he has many levels 
of relatedness available to him. Powell describes these levels as, “ranging 
from that of intellectual alignment, which is nearest the surface, to that of 
individual drives such as love and hate, wish and dread, dominance and 
submission, with all their conflicts, which is deepest hidden." * The deepest 
level should be left to the analyst. Teachers often limit their relatedness 
to the surface level of “intellectual alignment.” At this level we feel safe. 
In between these two extremes is a vast area of intrarelatedness which 
gives a sensitive, insightful teacher opportunities to affect behavior in 
positive directions. One quality needed by the teacher is to be able to 
listen creatively. Everyone is able to listen, but to listen effectively one 
has to hear what the talker wants us to hear. Many important communica- 
tions are not put into words, but these communications are likely to give 
us important data in understanding feelings. One teacher says, “I have 
learned to say less and allow my children to think for themselves.” Anna 
Freud’s book, Psychoanalysis for Teachers and Parents? is a helpful 
source for extending one’s thinking about how one relates on deeper 
levels of meaningfulness to children. 

We shall discuss five aspects of the therapeutic processes involved in 
teaching: (1) giving of support and encouragement; (2) preventive 
planning: (3) working with emotions so as to raise problems to aware- 
ness; (4) extending oneself to the parents of onc's pupils; (5) knowing 

when specialized help is needed. 


Giving Support and Encouragement 


The teacher serves as a therapist in giving support to the boys and 
girls he teaches. This is nothing new. Wise, understanding teachers have 


always used encouragement, love, and empathy as they have related to 


John W. Powell, “Process Analysis as Content: A Suggested Bz 
Classification," The Journal of Social Issues, Vol. VIII. No. 2. 1952, pp. 


sis for Group 
5 54-66. 

* Anna. Freud, Psychoanalysis for Teachers and Parents (New York: Emerson 
Books. Inc.. 1954). 
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their pupils. Grandmothers have traditionally assumed this role in manv 
cultures. Two differences exist between grandmother's role and the 
modern teacher's role. The teacher is not relying completely on his intui- 
tion. He knows what he is doing and why. Second, the teacher usually is 
supporting and encouraging the individual in a group situation. This 
makes the task much more complex. We assume grandmother's success 
might be attributed to the strong bond of love and kinship which sharp- 
ened her intuitions and helped her see each of her grandchildren as an in- 
dividual. Maslow describes eloquently the difference between grandmother 


and today's teacher when he sa “This is the triumph of science, that 
ultimately it can take the innate wisdom of the great intuitors, correct it, 
test it, winnow it, and come out with a better product with more certain 
and reliable knowledge.“ 

To give support and encouragement intelligently the teacher has to 
know a great deal about each individual in his group. He has to know 
much the same kinds of things which grandmother knew just because she 
was grandmother. That is, he needs to know as much as possible about 
the affectional life of this child, his interests and concerns, with whom he 


pk 


; or relaxes, what he does when he is alone, if he is ever alone, the 
pressure he feels from the adults in his life, his temperament, his health 
record, his major achievements and failures, and something of his fantasy 
life, if possible. 

We have no difficulty supporting and encouraging children and youth 
who behave as we think they ought to behave. The naughty, defiant, 
sullen, impudent pupil may need support and encouragement more than 
the well-behaved. Most of the discussion on this point is concerned, there- 
fore, with support and encouragement of the pupil whose behavior seems 
negative to us. Support and encouragement are given by refraining from 
ridicule, sarcasm, blaming, and shaming. These have no place in the 
classroom. Youngsters reject not only these behaviors but the one who 
uses them. As soon as threat is introduced into a situation, distortions occur 
and perceptions narrow. If we wish learning to be positive, we will re- 
frain from producing threatening climates. To be subjected “to anger- 
producing situations” without release is destructive of mental health. 


SS 


A. H. Maslow, “A Philosophy of Psychology” (lecture to lay audience, Cooper 
Union, New York, N. Y., March 7, 1956). 
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Dorothy Baruch '^ counts this as one of the major eultural stresses to 
which children are subjected. Especially is this true of children of middle- 
class culture. 

Knowing this about children and youth, we may find it feasible to 
give support in the classroom by allowing the release of anger. This is 
Bard for us teachers to take, especially if the anger is directed against us. 
To feel comfortable with anger or hostile feelings, we have to understand 
the sources of our own hostile feelings. The film, Angry Boy,'' shows the 
effects of anger upon a boy who has not been allowed to release it. 
Thoughtful teachers try to find many ways that anger may be released and 
rechanneled in an atmosphere that is supporting of the individual. Some 
nursery school and primary grades have a punching bag for this purposc. 
Creative activities, especially those requiring large movements, help the 
individual to release his feelings into materials or forms. In this process, 
à pupil begins to sense the ways in which feelings become a part of some- 
thing outside of himself and how they may be communicated to others, 
Clay, building materials, dancing, swinging, and painting are excellent 
media for releasing hostility. 

A direct handling of anger, through acting out, role- 
seling, is preferable to the enforced submission th 
children. Situations that arise in the cl 


playing, or coun- 
at is required of many 
assroom between clas y 
may be acted out by the involved individuals without h 
Suppose two boys are having a fight about who gets to use 
for practice shooting. To refrain from stepping in with an admonition, 
"Now let's be nice boys or neither of you may use the ball," 
act of support. The teacher m 
need of these two to settle their 
of either one getting hurt physic 
life situation to repress their angry feelings, Allowing children 
to act hostilely toward each other is one way of supporting them. 

If a direct acting out is too dangerous, role-playing the situation may 
result in a release of feelings that is almost as therapeutic 
pants (see Chapter 15 for a discussion of this method). In 
which the teacher encourages the release of 
to find many ways to reflect to the 


s members 
arm resulting. 

£ 
the basketball 


may be a wise 
akes some quick calculations about the 
dispute in their own way, the likelihood 
ally, and the requirements of their total 


and youth 


to the partici- 
all situations in 
anger and hostility, he tries 
pupils the feelings they are expressing, 
' Dorothy Baruch, “Therapeutic Procedures as Part of the Educative Process,” 
Journal of Consulting Psychology, 1940, Vol. IV, No. 5, pp. 165-172, 


1! Angry Boy (Mental Health Film Board ), 33 min., sound, distributed by New 
York University Film Library. 


— 
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and to communicate to them his acceptance of their feelings as ordinary, 
to-be-expected in the process of living. We have tried to say so far that 
the teacher encourages and supports by recognizing the need of many 
children to release anger and hostility in school because they are not 
free to express it at home. The teacher searches for wholesome ways for 
anger to be released. The film, Anger at Work,'? shows some interesting 
approaches to the constructive use of anger. The teacher refrains from 
creating anger-producing situations. He works with all children to help 
them understand the angry, hostile feelings that they have, and to under- 
Stand anger as a human emotion 
that has positive values as well as 
negative ones. The great reformers 
are frequently angry humans. 
Support and encouragement is 
heeded also by those children who 
are withdrawn. Frequently the 
Withdrawn ones are suspicious of 
adults, and need large doses of sup- 
Port and encouragement before it is 
Possible to break through the bar- 
riers that have been erected, so that 
they become trusting enough of 
adults to be willing to reveal them- 
Selves, This may be a slow, tedious 
Process. The older the child, the 
More difficulty the teacher prob- 
ably will have in establishing a 
Contact. With little children, the 
Process may begin by actual physical contact—extra cuddling, time 
to be with the teacher alone, to sit on his lap, to walk around the room 
or playground with him. For some little children, physical contact is too 
threatening, The first step then may be judicious leaving alone, observing 
What the child shows interest in and seeing that this is available. He may 
choose a special toy with which to play. The teacher makes sure the child 
has the toy, and tries to be nearby when the child shows signs of want- 
ing to relate to her. 
— d 


Anger at Work, black and white, sound, 21 min., International Film Bureau. 
May be secured without charge from state health departments. 
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With older children, the relationship may begin through a common 
interest. If the teacher can find a way to make the withdrawn child neces- 
sarv to him, this serves as an effective means to begin communicating. 
The teacher aims also to create the kind of atmosphere that encourages 
the withdrawn child to relate affectionately to the group. He studies his 
group astutely to see what temperaments and interests promise to pro- 
duce satisfying results if teamed together for a project or an assignment. 
He observes the non-verbal communication that is so powerful in a class- 
room. He interprets silences; he watches for cliques; and then he makes 
judgments about the withdrawn person's chance to make his way in the 
group and arranges the most favorable atmosphere possible to help him. 
It is a mistake to allow the withdrawn child to become dependent upon 
the teacher's approval and acceptance. He needs to be taken into the 
group. Too close identification with the teacher blocks this process. 

The wise and understanding teacher does a multitude of supporting, 
encouraging things every day that are therapy for some of the pupils in his 
classroom. He laughs and jokes with his pupils. He notices cach one as an 
individual. He takes time to know the important happenings (and this 
includes feelings) in his pupils’ lives. He spends more time with those 
pupils who are needful of him; he provides many chances for acting out 
feelings. He reflects to his pupils the feelings they find troublesome or 
satisfying and lets them know these are feelings we all have. He plans 
activities in the classroom that give release to feclings. Ho is judicious in 
"letting children alone." He maintains a non-critical attitude toward the 
expression of feelings that are frequently looked upon by adults as nega- 
tive or destructive. The therapy is effective and dynamic to the degree 
that the teacher understands these acts as significant in the growing 
processes of his pupils. In the words of Maslow, “... then therapy should 
be taken out of the office, and spread to many other areas of life. ... 
Support, reassurance, acceptance, love, respect, the giving of safety, all 
of these are therapeutic." !* 


Preventive Planning 
The teacher serves as a non-technical therapist by engaging in pre- 
ventive planning for therapeutic ends. As we plan what is to be done in 


A. H. Maslow, “A Philosophy of Psychology" (lecture to lay audience, Cooper 
Union, New York, N. Y., March , 1956). T 
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the classroom, with what materials and experiences, by what methods 
and for what purposes, we are not only considering what content shall 
be included in the curriculum, we are also making judgments about the 
interests, needs, concerns, fears, hopes of each of our pupils. This is 
therapeutic. If we accept as one of our ends the full development of each 
individual's uniqueness, we shall avoid standardization of procedures 
and materials as much as is feasible with group activity. If we accept 
ry ingredient of mental health, we 


respect for oneself as a vital, neces 
shall avoid managing our classrooms on a competitive, “better than” basis. 
If we accept readiness as one of the sound psychological principles in 
learning, we shall not expect all of our pupils to respond today to that 
Which was introduced to them. Nor shall we penalize them when they 
don’t. If we accept growth as an inner force that emerges as circum- 
stances are right, we shall not use rewards and punishments as extraneous 
Motivations to force growth. 

In other words, preventive planning as a process of therapy is taking 
into account the principles of growth and development that have been 
established as sound and then arranging circumstances that are con- 
sonant with these principles. The demands made upon human beings by 
the stresses of modern living are so great that major attention must be 
given to preventive maladjustments, disturbances, and disequilibriums. 
The statement by Chisholm that the training of children is creating neu- 
rotics by the thousands must be seriously considered. A teacher con- 
Sciously accepting his role as therapist and skilled in it studies his pupils 
and their circumstances for growth to see how preventive therapy will 
help to see a pupil through a minor disturbance. Growing up is a difficult 
Process at best. The teacher can help by thoughtfully considering an 
individual's problems and by anticipating the rough spots of the develop- 
mental stage with which he is working. How joyous are the child's words: 
I can handle this myself!“ Our aim as teachers is to plan in such a way 
that the feeling expressed by these words may be an assured part of 
every pupil’s life every school day. 

' The implementation of preventive planning must include a penetrat- 
ing, thoughtful examination of present school practices. We have a strong 
hunch and considerable evidence that many of the accepted practices 
of our schools—grading: grouping; labeling as non-readers, late-develop- 
ers, retarded, gifted; punishing: promoting on a yearly basis—-do con- 


tribute markedly to the neuroses of our day. The concepts of levels, of 
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absolute norms, of materials to be covered seem to smother the GBA 
and expressive needs of many individuals and result in serious emotional 
damage for them. Read The Story of a School to see how a school may 
be organized around the creative and expressive needs of children. , 
Redl *® considers preventive planning as one of the notches in Wün- 
taining an atmosphere of permissiveness. Just as we don't give a baby fire 
to play with or turn a toddler loose in an unfenced yard, so we don't 


impose psychological decisions upon immature 


individuals that are be- 
yond their capabilities for h 


andling with some discretion. A healthy 
atmosphere for growth is one that stretches one's decision-making capac- 


ity, but also keeps it in good working order by not demanding more of it 
than it can possibly deliver. Every individual requires well-defined limits 
within which behaving occurs. The teacher plans preventively by estab- 
lishing limits clearly in consultation with his pupils, keeping them to a 


!* Central Office of Information, 
Stationery Office, 1949). : 

15 Fritz Redl, "Notches of Permissiveness" (notes from a speech made to a class 
in child development in Washington, D. C., 1954). 


The Story of a School ( London: His Majesty's 
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minimum, and working with the group to achieve an understanding of 
them. 

Another aspect of preventive planning is to learn how to recognize 
the beginnings of deviant behavior. These symptoms, though mild, often 
lead to serious consequences, unless worked with in their early stages. 
The child who is too good to be real, the withdrawn child, the perfec- 
tionist, the child who gets too much satisfaction from hurting—these are 
some of the ones to give us concern. We have attempted throughout this 
book to be suggestive about how the teacher learns to recognize early 


the severely deviant. 


Working with Emotions 
to Raise Problems to Awareness 


In a report of the Committee on Preventive Psychiatry this statement 
is made: 


As a result of this slow evolutionary process, the educational system is 
ready now to include programs for the promotion of healthy emotional 
development as part of the regular curriculum, and to accept further re- 
Sponsibilities for the preparation of its students for adaptation to the prob- 
lems of stressful life. 10 


The teacher accepts therapeutic functions as he works directly with emo- 
tions. The manner in which he does this determines the value of the 
therapy and is affected greatly by the insightfulness of his understanding 
and acceptance of his own emotions. 

The teacher accepts as criteria these guidelines: he does not assume 
the role of judge to categorize emotions as “good” or “bad”; he does not 
become shocked at the expression of antisocial feelings; he does not pry 
nor probe—rather he takes his cue for sharing of emotions from the manner 
uin which the individual readily reveals himself; he accepts the individual 
as he is; he realizes that sometimes he has to withdraw from the pupil's 
Tevelation of feelings because, in retrospect, the pupil may regret his 

Spilling over,” and resent the teacher for having listened. 
" With these criteria in mind, the teacher works with the emotions that 
—evitably come forth if living is challenging. He encourages a certain 


Ps Committee on Preventive Psychiatry of the Group for the Advancement of 
“Ychiatry, Promotion of Mental Health in the Primary and Secondary Schools: An 


“valuation of Four Projects, Report No. 18, January 1951. 
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amount of acting out of feelings. He tries to read between the lines to 
determine what is not being said because it is felt so strongly. He be- 
comes skilled in the area of non-verbal communications, for he realizes 
that the strongest feelings can seldom be put into words. So he watches 
gestures, postures, facial expressions, muscle tension, activity, and pas- 
sivity. Since he is working with groups most of the time, he searches for 
meaning in friendship choices, in activities that produce disorganization, 
in leadership patterns, and other forms of group functioning, 

The report of the Committee on Preventive P. 
curriculum approaches to working with emotion 
designed to influence the “mental health of the child through the child's 
direct experience in the classroom.” !* All of these projects utilize discus- 
sion of personal experiences as a means for helping boys and girls to 
develop insight into their own motivations, drives, and needs. Perhaps the 
most comprehensive of the projects is that of Ralph H. Oje 
is revising materials used in the curriculum in 
that the dynamies of human behavior 
process. Thus the why's 


sychiatry describes four 
s. These approaches are 


mann '* who 
a few schools in Iowa so 
are integrated into the teaching 
and how's of human behavior are 
To insure the wise use of materials, teachers 
attitudes toward children 


being taught. 
are being taught how their 
are significant and influential in determining 
what children learn. Teachers are learning how to encourage and help 
pupils as they discuss causes of human behavior and how to develop an 
accepting atmosphere for discussion. 

The discussing of interpersonal rel 
tion of situations that can be role 
not only a reliving of the 


ations often leads to a considera- 
"played. Through this method, we have 
situation, but an opportunity 
an inkling of the other's fe 
to play out situations in more th Using role-playing enables 
the teacher to guide the pupils te Sedi 


> an examination of the 
behavior. This process gives teacher 


to reverse roles so 


that individuals gain elings and an opportunity 


an one way. 


consequences of 
and pupils many opportunities to 
Cessary part of any group situation, and to 
consider the consequences of ignoring established limits, 
As the teacher works with the emotions of his pupils, he 
creasingly aware of the importance of having clarified his 
Ip the individual pupil be 


his own feelings. the teacher reflects. back to the pupil the feelings he 


"= Thid, p. 2 
hid. pp. 8-10 


consider limits that are a ne 


becomes in- 
own feelings. 
As he seeks opportunities to he come aware of 
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seems to be expressing. The teacher's accuracy in reflecting is obviously 
dependent upon how insightfully he hears. As the pupil becomes more 
and more aware of his own emotions, he learns his own processes of 
rationalization and distortion. He learns much about what threatens him, 


wh: eR ee y s 
tt gratifies him, and he senses many of the why’s, although he may not 


have words for them. As the teacher attempts to help his pupils to work 
constructively with their emotions, he realizes how necessary his own 
self-understanding is in the teaching process. He meets situations daily 
that are devastating to him unless he recognizes the sources of the emo- 
bane currents in his own life. Many teacher-education programs today 
are encouraging teacher trainees to seek the services of counseling centers 
or to participate in therapy in order to develop more insight about their 
pua deep-seated conflicts. Certainly many teachers today have oppor- 
tunities to establish relationships with professional groups that can aid 
them in their search for self-knowledge in depth. Jersild has been a 
reat force in teacher education in exploring this area with teachers and 
s developing ways to help teachers face themselves.!*: 2" As has been 
i s this book, the quest for self-understanding and self- 
bar ns 5 e ong search and one that involves at times pain and 
anty as well as yielding moments of great satisfaction. 


Extending Oneself 
to the Parents of One's Pupils 


When a teacher was asked recently, "What have vou done today that 
ms oo she replied, “I had a long discussion with Jacks mother 
šote 15 di moved to our town from the South. I tried to help interpret 
sth pf vs Jewish culture to her. This teacher recognized the impor- 
We B 0 25 she did. We cannot limit our efforts to the pupils we teach. 
of chila a e^ beyond the walls of the classroom and become interpreters 
ben 5e havior and cultural demands to the parents and other adults 

communities. 
' One of the most direct ways in which the teacher acts in a therapeutic 
Tole with parents is to assess insightfully the climate in which the child 
— 
™ Arthur T, Jersild, When Teachers Face Themselves (New York: Bureau of 


Pbi 
Ublications, Teachers College, Columbia University, 1955). 
20 ge, ) R : 
= — "Understanding Others Through Facing Ourselves, Childhood Edu- 


Cation, May 1954. 
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or young person lives at home. Knowing this, the teacher not only knows 
a good deal about the kinds of climate needed at school, but also is ina 
position to make sounder judgments about how much of the child's be- 
havior should be shared with the parents. For example, if Jim’s father is 
going to give him a beating after he learns that Jim is inattentive in school, 
the wise teacher may refrain from mentioning Jim's inattentiv 
parents. Teachers often have to stand between the 
Because he was unwise in sele 


eness to the 
child and his home. 
cting his parents is no reason to hold the 
youngster responsible for his parents nor to intensify his problems by 
“tattling” on him. 

With the large majority of parents such an attitude is neither neces- 
Sary nor desirable. Whenever feasible, the pupil's education should be 
looked upon as a mutual enterprise by home and school. In these cases, 
the teacher's therapeutic role is to interpret to parents the professional 
insights and knowledges available to teachers, but frequently not within 
the experience of most parents. Teachers counsel p 
ment, extrinsic motivation, pressure, health needs, and psychological 
services; they inform parents of developmental stages and tasks; they 
help parents refocus (if that is necessary) on positive aspects of growth; 
they keep in close communication with parents so they may know causes 
for sudden changes in behavior. These are all therapeutic. They p 
larly help parents avoid over-anxiety about those areas of de 
that are a part of the growth process. 


arents about punish- 


articu- 
velopment 


Circumstances Requiring Specialized H. elp 


idea that the teacher is the 
all his pupils. We do believe the 


for all the other Services, and th 
roles as a therapist is to know when he needs 
of help he needs, where he can get it 
lated to the special help he secures. 


A teacher needs help when he 


We have no intent to communicate the 
“be-all and end-all” for teacher must be 
the nerve center at one of his primary 
additional help, what kind 


. and how his job as teacher is re- 


finds a pupil w 
over a period of time to any of the proce 
These times will be rare 


ho does not respond 
sses discussed in this ch 
in most schools. Let's re 
in working with feelings and pe 


apter. 
member, however, that 
rceptions, we must give enough time for 
a process to be accepted and tried out, This may mean weeks or months. 
One teacher states her understandings about the time it takes thus: “I've 
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learned everything isn't solved in a short while. You have to be patient. 
You must watch and wait. The child is going along at his own pace. 
Each day you learn to know him better. Each day brings a better under- 
standing and the pieces of the puzzle begin to fall into place.” 

A teacher needs specialized help when he finds a pupil who has such 
a harmful effect upon the group that the teacher is not justified in sub- 
jecting the group to this effect. How can he tell what kind of help the 
pupil needs? He recognizes that many psychological hazards first manifest 
themselves through a disturbance in the body. If the teacher has a hunch 
he needs help, one of the first sources to consult is the school doctor or 
nurse, The teacher begins his search for help by learning thoroughly the 
functioning of the child's body; he is wise if he reads the health record 
With great care. Many events are foreshadowed by the child's health his- 
tory. Any sharp deviation from the individual's own normal patterns is 
àn important diagnostic symptom of danger. In almost all cases where 
the teacher must request specialized help, a thorough medical examina- 
tion is recommended. Medicine is tracing more and more emotional im- 
balances to physical causes. The medical examination needs to be a 
detailed one, probably including a basal metabolism, urinalysis, blood 
tests, neurological examinations, electrocardiogram, and any other special 
tests that seem to be indicated. 


il condition has 


After a thorough picture of the individual's physi 
been obtained, the psychologist, helping teacher, or visiting teacher (or 
whatever similar type of service the school affords) is probably the next 
Most useful source of help available to the teacher. If at all possible, 
encourage the psychologist to observe the child or youth unannounced in 
his Sroup, so he gets a perception of the youngster's relationships within 
the &roup when he is not trying to "put on a show." The physician and the 
Psychologist will have other sources of help to recommend to the teacher. 

After help has been secured, it seems to us that the classroom 
teacher should try to assimilate all the data obtained and hypothesize 
the effects of any recommended course of action upon the child as he 
knows him. This kind of analysis should be part of the psychologist- 
teacher relationship. But too often the relationship flows in the opposite 
direction: the psychologist writes up a report, discusses it with Miss 
Brown, and tells her what to do as a result of his testing. For example, 
We recommend that if the psychologist is considering the feasibility of a 
Temedia] reading program for the child, the classroom teacher's opinion 
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about the effects of such a program should be considered before the rec- 
ommendation is made. Then, if the teacher and psychologist agree that 
the recommendation is advisable, the remedial teacher and the classroom 
teacher work closely together to design a program that promises to have 
wholesome effects upon the child. 

Some youngsters have special competencies that demand nurturing 
which the teacher cannot provide. The child with unusual musical or art 
ability, the one whose quantitative thinking extends far beyond that of 
the teacher, the one who has a gift for languages, may need to be guided 
into relationships with older boys and girls or with 


adults who can help 
the youngster secure real satisf: 


actions from his competency. 

In this chapter we have tried to develop a concept of therapy that 
seems more appropriate for our age than the one frequently held today, 
that therapy is a process of “caring for,” and that all of us, young and old 
alike, seek therapy from our relationships. We all do. If we receive ade- 
quate caring for, we feel good, we trust others, and we 
by sharing ourselves with others. As we care for, w 
We care, we want to share. A teacher who is an artist in his profession 
accepts the challenge of assuming the role of non-technical therapist by 
making a vigorous and disciplined study of human behav 
cludes the understandings available from many re 


are able to respond 
e learn to care; when 


ior that in- 
lated arts and sciences, 


" Man has long recognized the 
Love Thyself” M E 

i ease with which we love and cher- 

ish those who promise us protection 

and advantage, How to love those 

an ancient, and as yet, unresolved problem. 

d the need for love in the healthy develop- 

ment and wholesome being of every n. Teachers persistently inquire, 

re we to love the naughty, the 

our affection, even our 

Teachers are the professional growe 

keep in mind that people have become 

have employed intelligence 


who menace and threaten us is 
In this book we have stresse 
huma 
^How can we love the unlovely child? A 
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legally entitled to it, or as payment for those who have earned (de- 
serve) it. 

The great moral admonitions of our culture are “Know thyself” and 
"Love thy neighbor as thyself.” Modern psychotherapy operates on the 
principle that only as vou know and like yourself are you able to love 
your neighbor. The only abnormality among human beings which is not 
an exaggeration of a normal tendency is dislike for self. The person who 
really hates himself is sick indeed. Thus, the crucial aspect of “Love thy 
neighbor as thyself” is the perception of self. Among those who feel in- 
ferior, unworthy, guilty of evil doing, this perception is most perilous. 

Much of current school practice developed when religion and the 

prevalent power structure belittled the individual and required self- 
depreciation. Very few centuries ago to love another meant to despise 
one's self, to love mankind more meant to love God less. Many teachers 
Now active were trained to avoid friendship with pupils, to guard against 
intrusion of their feelings into their relationships with pupils. 
: Love is the emotion of acceptance. The primary need of every baby 
constant, reliable love of the mother or mother substitute. While the 
Source and expression of this love changes as we move along through 
life, the basie need for acceptance remains constant. Love begins in the 
Warm, Secure acceptance of the womb and grows to the genuine apprecia- 
lion of the aged. Convincing evidence indicates that the neonate *knows" 
Whether he is wanted and accepted. 

To love another does not imply enthusiastic acceptance of him as he 
is. We love an infant, yet would be dismayed should he long remain un- 
changed. Likely the natural function of love is to foster development. 
The love of a child is acceptance of responsibility for his human well- 
being and becoming. The child who has no guidance or restraint in avoid- 
Mg costly mistakes and perilous behavior is a loveless child. Learning to 
forego immediate gratifications today for better and more lasting ones 
tomorrow requires loving attention. The child with no fences, no limita- 
tions upon expression of transitory impulse is an uncared for, lonely child. 
The child must feel supported rather than restrained by the individual 
exercising the restraint. 

Love does not imply complete, unwavering approval. It is not a 
Spiritual lollipop. A child needs to know that his behavior has conse- 
quences for others, that some of his behaviors result in harm and hurt 
and inconvenience, This he can learn only in an atmosphere of respect 
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for his rights and satisfactions. But love is not harsh, nor punitive, nor 
repayment in kind—vengeful. To allow. the loved one to reap the harvest 
of the behavioral seeds he has sown is not to team up with the natural 
laws of cause and effect. 

Since the need to think well of, to love one’s self is fundamental to 
the love of others, we tend to erect strong and enduring defenses against 
rejection. When frustrated in our quest for acceptance and love, we tend 
to become quite unlovable, proclaiming in our behavior, “I don’t care if 
you don’t love me.” In trying to understand the unlearning, unruly child, 
we must look and feel deeply into his feelings of acceptance and rejection. 

Agreeing that to love means to care for, we might profitably reflect 
upon what love is not. Love does not impose indignity upon the loved 
one; it does not inflict pain or hurt. Love does not demand nor expect 
exclusive attention nor possession. It does not demand conformity to the 
lover's ways nor preferences, nor find gratification in the subjection and 
deference of the loved one. It is not offered as a reward for favors or devo- 
tion. It maintains no system of credits and debits, 

All too often to love means to satisfy an appetite as expressed in “I 
just love strawberry jam." In these terms one may love those who satisfy 
his appetite for power, or worship, or amusement. One engages in no 
human love for another in using him for his own gratification whether in 
exhibiting him to the PTA or making him a willing slave. 

We cannot accept the all-too-common notion that 
can be found in punishment, ridicule, brain-washin 
we sense a regression to those unlovin 
lieved that valuable learning and wholesome developments resulted from 
the child's reluctant compliance with the harsh demands of his elders. 

A most destructive abberation of the ideal of love is held to be the 
near-ideal in romance. It is expressed in terms such as, "If you really 


loved me, you wouldn't want to be with your old friends, go fishing with 


the boys, go to the theater with the girls." Numerous child 
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As grownups these people have little basic moral sense and scant self- 
respect. Some cannot tell whether they like a book or a picture until they 
have read the opinions of the critics. Love requires a fundamental respect 
for the validity of the tastes of the loved one. It need not imply the obliga- 
tion of the lover to share those tastes. 

A common threat to the development of love is the atmosphere of 
comparison, the implication of striving for rationed acceptance. Com- 
parisons must be avoided in areas of endeavor in which competency is 
expected of all. Few men feel threatened by their inability to sing so- 
prano. Many children feel quite unlovely and unloved as a result of un- 
favorable comparison in reading. Hatred is the fundamental emotion of 
rejection. Its natural expression is to destroy. We have known of no 
teacher slaving a pupil. Yet, destruction persists all too much in common 
school practice. Without constant, intelligent loving the teacher can de- 
stroy self-respect, capacity for growth, hopes and joys. Not uncommonly 
do we destroy a child's gratification in a story he has written, a picture 
he has painted, an idea he has conceived. We are dismayed at the current 
re-emphasis of the notion that schools maintain high standards by rejec- 
tion and elimination of human beings rather than by improved guidance 
and teaching. 

We learn only from those we love. As reading can be learned only 
among those who read, loving can be learned only among those who love. 
We believe that this emerging generation of teachers will join more in- 
timately the great leaders and prophets of mankind in promoting love as 
the primary good of human life. Medical men have sought deeply and 
widely to reduce unavoidable pain and to eliminate disease of the body 
through sanitation, therapy, vaccination and anaesthetics. The teacher's 
Most urgent tasks are to discern the threats to wholesome child life and 
eliminate them from our culture, to search deeply for those positive ways 
of living that promise long-term gratifications for the human race, and 
to continue the quest for understanding the wondrous meaning of being 
human, 


Additional Sources You May Find Helpful 


Dorothy M. Baruch, One Little Boy. New York: Julian Press, Inc., 1952. 
In her statement about “Why This Book Was Written,” Baruch states, 

“All children’s intimate thoughts about life and sex and love and hate are 

basically similar.” In reading this detailed, intimate study of Kenneth, 
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the reader gains many understandings about the unspoken feelings and 
5 | ; ; «t Sees i 

i y they seek 3 lar ir "st selves in 
thoughts of children as they seek to grow toward their own best 
the complex, strange world they experience. 


Lawrence K. Frank, Society as the Patient. New Brunswick, N. J.: Rutgers 
University Press, 1948. 

A collection of essays of one of the wise minds of our generation. Mr. 
Frank states, “they are offered not as pronouncements but as invitations to 
new ways of thinking. ... If we can see ourselves as carrying on the endless 
endeavor to develop a human way of life, we will not shrink from accepting 
the great privilege and immense responsibility of renewing our culture and 


reorientating our social order, as the task we and our children must under- 
take.” 


Anna Freud, Psychoanalysis for Teachers and Parents. New York: Emerson 
Books, Inc., 1954. 

In simple, clear language Anna Freud gives the psychodynamics. of 
behavior and helps adults working with the young to understand the deep 
effects of their ways of handling various behaviors. 


Howard Lane and Mary Beauchamp, Human Relations in Teaching. Engle- 
wood Cliffs, N. J.: Prentice-Hall, Inc., 1955. 


The authors delineate the dimensions of what it means to be human in 
the mid-twentieth century and suggest ways the sensitive teacher may help 
the young to grow into whole. 


some human beings capable of handling the 
human problems facing us today. 


Rollo May, Man's Search for Himself. New York: W. W. Norton and Com- 
pany, Inc., 1953. 


The hope of Mr. May is that in reading this book the reader may see 
himself and his own experiences reflected in the book, and in so doing, 
may gain “new light on his own problems of personal integration.” We 
found the book fulfills its author's h 


ope. 
Karl Menninger, Love Against Hate. New York: Harcourt, Brace and Com- 
pany, 1942. 


The content of this book. presented in a form understandable to 


thoughtful laymen, is the substance of Menninger's teaching to his students. 
The title of the book carries its main thesis. We recommend the book to 
students seeking greater self-knowledge. 


Ashley Montagu, ed., The Meaning of Love. New York: Julian Press, Ine., 
1953. 

This book is a collection of essays by distinguished psychologists, biol- 
ogists, anthropologists, and psychiatrists on the subject of love. Love in its 
many forms and its power in the affairs of humans is presented in a schol- 
arly, insightful, and appealing manner. Don't miss Alvin Besson i nd) 
on “Love of Friends.” 
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Patrick Mullahy, A Study in Interpersonal Relations. New York: Hermitage 
Press, Ine., 1949. 

An excellent collection of essays designed to illuminate ihe. complex 
factors affecting interpersonal relations. 


Harry and Bonaro Overstreet, The Mature Mind. New York: W. W. Norton 
and Company, Inc., 19-49. 

The Overstreets have made a major contribution through their lectures 
and writings to clarify the concept of maturity as we see it function in 
everyday behavior. 


Carl Rogers, Client-Centered Therapy. Boston: Houghton Mifflin Company, 
1951. 

The concept developed by Rogers is that individuals with emotional 
problems are able to work out their own solutions if they are given an ac- 
cepting atmosphere in which to develop relationships. The far-reaching sig- 
nificance of this assumption in the teacher-pupil relationship is an area you 
will want to explore as you continue your study and as you associate with 
children and youth. 


Jurgen Ruesch and Weldon Kees, Nonverbal Communication. Berkeley, 
Calif.: University of California Press, 1956. 

The book illuminates the ways in which individuals communicate non- 
verbally, the characteristics of nonverbal communication in various cultures, 
and the meaning of nonverbal communication in role and status analysis. 


Leon J. Saul, Emotional Maturity. Philadelphia: J. B. Lippincott Company, 
1947. 

This book consists of Dr. Saul's teaching materials. Part of the book 
was written to help families of emotionally disturbed patients to understand 
the meaning of emotional disturbance and the ideal of emotional maturity. 
You will find "spot reading" most valuable. Saul states: "There are no prob- 
lem children, only problem environments . . . 


Lillian Smith, The Journey. New York: World Publishing Company, 1954. 

A beautifully written account of the nature of the human qualities that 
set us apart from other creatures. The defenses that man builds within him- 
self; his capacity for love, hope, faith, and courage; his need for something 
to believe in, to accept are written about with understanding, insight, and 
creative beauty. 


Edward Steichen, The Family of Man. New York: Simon and Schuster in 
collaboration with the Maco Magazine Corporation, 1955. 

This unusual collection of photographs was brought together for an 
exhibit at the Museum of Modern Art in New York. From a three-year 
search and an examination of over two million photographs from all over 
the world, Mr. Steichen selected 503 photographs from 68 countries to tell 
the story of mankind. The exhibit which toured the country was “conceived 
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mirror of the universal elements and emotions in the c e oe d 
sa 5 P" 3 » world. 
fif as a mirror of the essential oneness of mankind throughout wor n 
2 R 2 ‘loses wi 
a ri 'g is ^ statement that closes t 
The "Prologue" by Carl Sandburg is a beautiful state inen F it 
these words: “A camera testament, a drama of the grand cany 


7 jn: d » Family 
manity, an epic woven of fun, mystery, and holiness, here is the Family 
of Man!” 


W. D. Wall, ed., Education and Mental Health, a report of a UNESCO 
conference held in Paris, November-December 1952. New York: Columbia 
University Press, 1953. : 

The content of this book, presenting the consensus of thinking v it 
emerged from some of the wisest educators and psychologists of our Gay 
who spent a month discussing with each other the problems of 5 
might well serve as a means for evaluating current. educational practic 
The contributors to this report stress the "general evil of overstrain . 
school . . . (which) gives rise to maladjustment which must militate agains 
the ideals pursued, or which should be pursued, by the school.” 


Sources of Materials in the Area of Mental Health 
American Orthopsychiatric Association 
1790 Broadway, New York 19, N. Y. 
Child Study Association of America 
132 East 74th Street, New York, N. Y. 
Child Welfare League of America, Inc. 
24 West 40th Street, New York 18, N. Y. 
The Hogg Foundation 
University of Texas, Austin, Texas 
Mental Health Materials Association 
1790 Broadway, New York 19, N. y. 


New York Committee on Ment 


al Hygiene 
105 East 22nd Street, New ve 


ork 10, N. Y. 


Index 


A 


Abilities, 46, 99 
Abraham, Willard, 300 
Abrahamson, Stephen, 121, 385 
Acceptance (see Social develop- 
ment) 
Acculturation, 107 
Achievement: 
academic, 119 
appreciation for, 104 
as related to social class, 87, 120- 
121 
of baby, 196-205 
of toddler, 205, 209 
Adler, Alfred, 138 


Adolescence: 
adult perceptions of, 808-312, 
315-316 


conflict areas with adults, 310- 
312, 332-336 
early, 302-328 
physical development, 302-307 
self-perceptions, 312-313 
young adulthood, 329-368 
Adult attitudes toward young, 14- 
17 
Adult Education Association, 411 
Affection (see Love) 
Agee, James, 271, 272 
Aggressiveness, 34 
Alberty, Harold, 367 
Aldrich, C. A.. 37, 183, 193, 196, 
205, 211, 234 
Aldrich, Mary M., 37, 183, 193, 
196, 205, 211, 234 
483 


484 


INDEX 


Allport, Gordon W., 135. 143, 153, 
168, 405 
Alschuler, Rose, 451 
Ambivalence: 
parent-adolescent, 316 
values, 125 
women’s roles, 116 
American Orthopsychiatric Asso- 
ciation, 482 
Andrews, Gladys, 451 
Anecdotal records, 415-424 
Anger, 465-467 
Anxiety: 
about acceptability, 337-338 
about child-rearing, 112 
about elimination, 219 
about maintaining wholenc: 
about masturbation, 220- 
about reading, 253-254 
Aphasia, 260 
Appell, Genevieve, 133 
Appreciation, 40 
Arnow, Harriette, 224 
Association for Supervision and 
Curriculum Development, 367, 
449, 450, 452 
Astigmatism, 60 
Athletics: 
harm of overemphasis, 331 
high-school, 52 
Attitudes; 
about body, 243-244, 306-308 
about masturbation 
about people, 248, 289-299 
adult, toward young, 14-17 
during early adolescence, 308- 
328 
during later adolescence, 336. 
369 


during middle years, 275, 289. 
290 
expressed in groups, 374-378 
of boys about girls, 276-277 
of girls about boys, 282-283 
toward adults, 417-418 
toward discipline, 419 
toward peers, 418-419 
toward routines, 418 
Aubry, Jenny, 133 
Authority: 
adolescents! need for, 325 
anonymous, 114 
respect for, 37-38, 103 
Autonomy, 262 


Average, 54 
Asline, Virginia, 450 


Baby: 
as individual, 194 
first year, 194 
smile of, 198 
Bales, Robert, 411 
Barker, Roger, 449 
Baruch, Dorotl y W., 450, 466, 479 
Bavelas, Alex, 452 
Beal, V. A., 192 ] 
Beauchamp, Mary, 295, 312, 341, 
354, 452, 480 
Becoming, 135-136, 143-144 
Behavioral disciplines, 8, 27-32 
Belonging, 3-4, 35-36, 40 
Benedict, Ruth, 128 
Benjamin, Harold, 36 
Benne, Kenneth, 395, 
Berenda, Ruth W., 391 
Bierce, Ambrose, 302 
Binct, Alfred, 17,91 
Birth, 192-193 
Blair, Arthur Witt, 300 
Blitsten, Dorothy, 434 
Blos, Peter, 326, 359, 368, 449 
Body: 
attitudes toward, 243-244, 330- 
331 
natural characteristics, 45-46 
nurture, 47 
uniqueness, 45 
uses learned, 46-47 
weaknesses, 51 
wisdom, 
Borgatta, E 
Bossing, ? 


gar F., 411 
elson L., 368 
Boy Scouts of America, 318, 353 
Brain, 47, 67, 197 

Britton, David, 351 
Brownstone, C 7 

Bruce, William F., 20 
Buck, Pearl, 51 

Bühler, Charlotte, 211, 254 
Burke, B. S., 192 

Burr, A. R., 213 

Burrows, Alvina, 301, 451 
Burton, William H., 300 


Cannon, William B., 57, 70 
Capacities, 46 
Car, use of, 333-334 
Carmichael, L., 200, 211 
Carter, Harold D., 349 
Cartwright, Dorwin, 411 
Challenge, 38-39 


as educational goal, 157-158 
changing concepts of, 165-169 
determined by motives, 161-165 
meaning of, 155-175 

Chase, Mary Ellen, 286 

Chess, Stella, 135 

Child, I. L., 139 

Child study, 17-20, 24, 42-43 

Child Study Assoc. of America, 482 

Child Welfare League of America, 

482 
Chisholm, Brock, 175, 220, 225- 
226, 457 
Chromosomes, 185-186 
Church, Joseph, 212 
Coghill, G. E., 189 
Cole, Natalie, 451 
Combs, A. W., 138 
Communication: 
beginnings of, 198-202 
breaks in, 390-391 
criteria for, 407 
in early childhood, 251-261 
in groups, 373, 379, 387-392 
teen-agers lack, with adults, 333 
Comp: risons, 88, 122-123, 479 
Competition, 55, 88, 280, 285, 362, 
376 

Conception, 185-186 

Conformity, 113-114, 158-161, 321, 
339-344 

Congenial pace, 46 

Conscience, 165-169, 225-226, 264- 
265 

Cooperation, 101-103, 233, 242, 

246, 289, 376 

Creatiy listening, 448-449 

Creativity, 39-40, 77-78, 434-442 

Cretinism, 58 

Culture: 


Balinese, 125 


485 


INDEX 


Culture (cont.): 
common likenesses, 109 
dominant themes, 110-118 
effect on behavior, 27-28 
expectations, 111 
roadblocks, 118-123 
school, 124-125 
sex-linked behavioral differences, 
51 
unique to individual, 110 
Cunningham, Ruth, 395 


D'Amico, Victor, 451, 452 

David, Henry P., 153 

Davie, James S., 121 

Adelle, 63 

„ Allison, 87, 120, 129, 217, 
450 

Davis, Clara M., 196 

Dawe, H. 22 


9-364 

19, 101, 285, 324, 350- 
351, 356, 359, 361, 375, 404 

Deprivation, 109 

Development: 


sensory, 196-198 
Developmental tasks, 179, 195, 215, 
238, 272, 313, 330, 357-359 
velyn, Katherine E., 450 
John, 43, 106 
s 


Differences: 
in babies, 194 
in pre-school children, 215 
to be cherished, 19, 54 
used in groups, 377 
Differentiation, 180, 195, 201, 207- 
208, 218-221, 303, 357 
Discipline, 126, 134-135, 383-384. 
419 
Dobzhansky, Theodosius, 185 
Drill, 182 
Dullness, 33, 48 
Dunbar, Flanders, 70 
Dwarfism, 59 


486 


INDEX 


Earliness, 112-113, 321 
Eells, Kenneth, 129 
Elimination: 
in baby, 198 
in pre-school child, 217-218 
Einstein, Albert, 88-89, 330 
Embryo, 187-188 
Emotional development: 
in later adolescence, 331-339 
in pre-school child, 228-230 
related to gang life, 279 
related to puberty, 307, 312, 
314-317, 320-323 
Empathy, 222, 227-228, 264-265, 
311, 373 
Endocrine glands, 58-59, 306 
Energy, 52 
Erikson, E. H., 195, 211 
Eugenics, 46 
Ewald, Carl, 36, 238 
Extrovert, 51-52, 142 


Faith, 37 
Family: 
influences in pre-school develop- 
ment, 231 
influence on personality, 133- 
135, 230-231 
relationships during early ado- 
lescence, 309-310, 313-317 
relationships during later ado- 
lescence, 332-336 
relationships during 
years, 286-289 
separateness, 288, 331 
Fantasy, 223-224, 420 
Farnham, Marynia F., 320, 353 
Faunce, Roland C., 368 
Feelings: 
about growing up, 274-275, 286- 
287, 307, 311-312, 331 
baby's response to mother, 197- 
198 
clarification of, 459 
for others, 264-265 
learned, 100 


middle 


Feelings (cont.): 
of mother for adolescent daugh- 


under stress, £ 

working with, 471-479 

Felix, Robert, 453 

Fetus, 189-192 

Fisher, Dorothy Canfield, 112 

Flanders, Ned, 411 

Foresight, 76-77 

Frank, Lawrence, 43, 451, 480 

Freedom, 37, 88, 363 

Freud, Anna, 464, 480 

Freud, Sigmund, 197, 219 = 

Friends, 35-36, 272, 278, 283-286, 
320-322, 332-333, 433-434 _ 

Fromm, Erich, 114, 129, 166, 175 

Fun, 41 


Gang, 272, 277-279, 281-286 
Genes, 132, 185-186 
Gerard, R. W., 214 
Gervasio, Stella, 373 
Gesell, Arnold, 197, 211, 239 
Giantism, 59 
Gibran, Kahlil, 175, 349, 358 
Gifted, 98 
Gilbert, M. S., 211 
Girl Scouts of America, 318, 353 
Goodness: 
an active process, 156-157 
and conformity, 158-161 
development of, 169-174 
qualities of, 164-165 
Gordon, C. Wayne, 341 
Grant, Eva H., 450 
Gratification, 197-198, 
365, 459 
Green, Arnold W., 111 
Grouping, 54 
Groups: 
activities, 406-407 
atmosphere, 400-405 
characteristics, 379, 407-409 
developmental stages, 374-318 
factors, 379, 381-407 
functioning, 378-411 
goals, 379, 409 
purpose, 405-406 


208, 219. 


Groups (cont.): 
roles, 392-400 
structure, 
study of, 

Group structure: 
content, 387 
controls used, : 
description, 38 
hierarchy of status 
influence of teacher, 382-392 
peer, 387-392 
punishments, 384-386 
rewards, 384-386 
sub-group formation, 388-389 

Growth: 
atmosphere for pre-schoolers, 

231-234 
definition, 179 
principles, 180-183 
problems, : 16, 306-307 
rates, 180-183, 195 


Habits, 159-160, 243-244, 275 
Hall, Calvin S., 151, 153 
Hall, D. M., 411 
Hall, G, Stanley, 220, 291, 360 
Handicapped: 
general disabilities, 61 
muscular, 62 
orthopedic, 62 
Hare, A. Paul, 411 
Harris, L. M., 191 
Hattiwick, La Berta, 451 
Havighurst, Robert S., 179, 238, 
294, 296, 345 
Hearing, 59-60 
Heaton, Margaret M., 269, 452 
Heredity, 48-53, 190-192 
Herlihy, James Leo, 333 
Herrick, C. Judson, 72,90 
Heterosexuality: 
blocks to establishing, 320-323 
crushes, 320 
deceitfulness of culture, 339-344 
establishing, 317-323, 336-344 
hero worship, 319 
“pairing off,” 319, 336 
Hillary, Sir Edmund, 136 
Hofmann, Paul, 454 
Hogben, Lancelot, 89, 96 


487 


INDEX 


Hogg Foundation, 482 
Holden, A. John, Jr., 20 
Hollingshead, A. 
Hollister, Willi 
Home visits, 424-425 

Horace Mann Lincoln. Institute. of 

School Experimentation, 452 

Hormones. 58-59 
Horne 


Hubbard, L. Ron, 458 
Hughes, M. M., 259 
Huizinga, J., 161 
Human behavior: 

causes, 26-32, 47 

definition, 24-25 

learned, 108 

reasons for studying, 13, 17-20 
Humphre Alice Lec, 244, 446 
Hymes, James, 450 


Identification: 

rejection of parental, 319-320 

with parent, 219 

with peers, 277-286 
Identity: 

anxiety about, 229 

concern of adolescence, 308 

rocess of establishing, 225 

Ilg, F. L., 197, 239 
Impersonality, 114-116 
Independence: 

economic, 344-350 

in toddler, 206-208 

quest for, 239, 261-264 

task of adolescence, 313-317, 

332-336 

Infancy, importance of, 71, 214 
Inge, William, 321 
Integration, 180, 209, 351 
Intelligence: 

atmospheres for, 82-86, 87-89 

functioning of, 73-78 

growth of, 71-106 

social, 101-104 

theories of, 89-91 

ways of, 78-81 
Interests, 82-83, 100-101, 208, 259, 

278, 280, 291-296, 355 

Introvert, 51-52, 142 


488 


INDEX 


L 


Involvement, 379, 408 
IQ, 91-99 : 
um, Susan, 235 


James, William, 160 

Jennings, Helen Hall, 387, 452 

Jersild, Arthur T., 21, 154, 368, 
473 


Johnson, Harrict N. 2 


5 


Kant, Emanuel, 164 

Katona, Arthur, 452 

Kawin, Ethel, 232 

Kees, Weldon, 481 

Kelley, Earl C., 43, 368 
Kilpatrick, William Heard, 10G 
Kirkwood, S. B., 192 

Krauss, Ruth, 222 

Kubie, Lawrence S., 347, 462 


Lambert, Clara, 451 
Landreth, Catherine, 235 


Lane, Howard, 33, 243, 295, 452, 
480 
Langdon, Grace, 450 
Language development: 
in baby, 199-202 
in early childhood 251-261 
in middle years, 2 9 
in pre-school child, 23 
secret language, 247-248, 283, 
308 
Laotzu, 7-8, 175 
Leadership, 228, 279 
Learning, 8, 11, 73, 99-104, 200- 
202, 


261, 284-285, 290- 


Lee, J. Murray, 450 
Letton. Mildred Celia, 451 
Lewin, Kurt, 154, 404 


M 


Life-space: 
feelings about self, 149-150 
life forces, 147-149 
physical dimensions, 146-147 
Life-style, 143-144, 298 
Lindeman, Eduard, 164, 175 
Lindner, Robert, 322, 368 
Lindzey, Gardner, 151, 153 
Loeb, M. B., 345 
Loosley, E. W., 244, 249 
Love: 
as creative emotion, 436 
content of dayd ns, 282-283 
“Love thysel 
mother love, 108-109, 197-198 
of teacher for students, 250, 479 
of work, 349 
vitamin of, 35-36 
Lowenfeld, Viktor, 223, 452 


McCarthy, Dorothea, 200 
Mann, Erika, 31 
Marquand, John P., 111 
Martin, Wilbur E.. 21 1 - 
Maslow, A, H., 154, 435, 452, 463, 
465 
Masturbation: 
effects of threats on develop- 
ment, 220-22] 
in pre-school child, 220-221 
Maturation: 
definition, 179 
early and late compared, 307 
of boys and girls, 240 
patterns, 50-51 
Maturity, 36 5, 377 
May, Rollo, 1 17, 480 
Mead, George, 106, 373 
Mead, Margaret, 51, 118, 129, 242 
293 
Mearns, Hughes, 452 
Mederaft, R., 244 
Melby, Ernest 0., 19 
Menarche, 304-306 
Menge, J. W., 301, 435, 449 
Menninger, Karl, 480 
Mental age, 91 
Mental development; 73-106: 
in carly adolescence, 3 2 
in carly childhood, 249-261 
influences that retard, 85-89 


T 


N 


Mental development (cont): 
in later 347-350. 
-359 
in middle years, 290-299 
Mental Health Materials 
tion, 482 
Mental Hygiene, New York Com- 
mittee on, 182, 482 
Mental testing, 91-99 
Merrill, \ 


adolescence, 


Associa- 


À , 368 
Middle years of childhood, 271- 
301 
Mind, 71-72 
Mitchell, Lucy Sprague 
Money, 310- 311 
Montagu, M. 
131, 480 
Morals, 165-169, 170-174 
Moreno, J. L., 452 
Motivation: 
extrancous, 55 


238 


hley, 66, 70, 


intrinsic 
raw material of character, 161- 
165 
Motor development: 
of baby, 204-205 
of e arly elementary. child, 240- 


244 
of pre-school child, 216-217 
of toddler, 205-207 
Moustakes, C. E 
Mullahy, Patri 
Mumford, Lewis, 115, 129, 164, 175 
Muntyan, Bozidar, 411 
Murphy, D. P., 191 
Murphy, t Barclay, 112, 133, 
21 s 29 
Mursell, Ja imes L., 452 


National Society for the Study of 
Education, 92 

Native characteristics, 45 

Nature, 46, 48, 267 


Needs, 349 
Neilon, P., 132 
Neonate, 187, 197 


Nervous system: 
growth of, 89-90 
stability of, 50 

Newman, H. H., 191 


0 


Nisbet, Robert A., 434 
Noble, William 
Nursery school, 
Nutrition, 63-64, 244 "ny 


Olson, Willard, 212, 249 
Oppenheimer, J. Robert, 31, 293 
Organic bases of behavior, 44-70 
Overstreet, Bonaro, 481 
Overstreet, Harry, 481 

Ovum, 185-186 


Packard, Vance, 168, 340 

Parent conferences, 425-427 

Peer relationship 
of carly adolescence, 317-323 
of early childhood, 238, 2 


245-248 
of gang in middle years, 277- 
286 


of later adolescence, 336-344 
Perceptions: 

adults’, of adolescents, 
315-316 

criteria for, 408 

cultural components of, 139-140 

differentiation in, 207-208 

effect on roles, 140-142 

evidenced in distinction between 
reality and fantasy 

evidenced in languag 

group, 379, 390-391. 

impaired by society, 12-13 

of femaleness, 318-319, 330-331 

of maleness, 317-318, 331 

of others, 137-140 

of self, 136-140, 


308-312, 


149-150, 312, 


, 218-221, 248-249 
perceptions of us, 


136- 
137 
Permissiveness, 134-135, 470 


causes for deviations, 144-145 
dull, 33 


490 


INDEX 


ersonality (cont.): 
á ensins. 150-151 
How t6 study, 145-151 
intentional dispositions, 135-137 
malfunctioning, 32-35 
meaning of, 130-154 
neurotic, 33 
slugging, 34 
types, 142-143 
vitamins of, 35-43 
Perspective, 77 
Perversity, 208, 310 
Phelps, William Lyon, 9 
Physical development: 
learning physical skills, 240-244, 
272-276 
of baby, 202-205 
of early adolescence, 305-307 
of early childhood, 23% 
of later adolescenc 
of middle years, 
of pre-schooler, 230 
Piaget, Jean, 106, 207, 212, 241 
Placenta, 187-188 
Plank, Emma N.,214 
Plant, James S., 129, 159 
Plato, 37, 122 
Play: 
as source of understanding, 150- 
151, 427-434 
in pre-school children, 226-230, 
232-233 
of early childhood, 246-248 
Play School Association, Inc., 236 
Popularity, 321, 332-333 
Powell, John W., 464 
Pratt, Carolyn, 452 
Pre-adolescence, 271-301 
Pre-memory age, 185-212 
Pre-natal influences, 66-67, 
192 
Pre-school years, 213-236 
Prescott, Daniel A., 21, 43, 420, 
422, 449 
Preventive planning, 468-471 
Preventive Psychiatry, Committee 
on, 471 
Projective techniques: 
creative listening, 448-449 
creativity, 434-442 
play, 427-434 
role-playing, 443-445 
Pryor, Helen B., 70 
Puberty, 303-307 
Punishment, 121, 163, 206, 226, 
384-386 


185- 


Rasey, Marie LL, 420, 
435, 449 
Raths, Louis 
Records, 414 
Redl, Fritz, 314, 392, 395, 417, 
450, 453, 470 
Rejection: 
of adults, 314-317 
of class, 120 
of groups, 119-120 
of individual, 118 
of physical j 
Reward, 121, 173, 384-3 
Riesman, David, 113 " 
Robinson, James Harvey, 25, 
106 
Rogers, Carl, 453, 461, 481 
Role-playing, 443-445 
Roles: 
affected b 
analysis, 
group, 39. 
group, as seen by peers, « À 
of adults in lives of adolescents. 
324-325 . 
school for early adolescents, 
325-32 
sex, 276-278, 280-283 5 
teacher's, 10, 18-20, 84-85, 123- 
197 
with adolescents, 279-280 
women's, 116-117 
Roper, Elmo, 100 
Rose, Arnold M., 154 
Ruesch, Jurgen, 481 


21, 43, 301, 


., 121, 385 


of 


Salk, Jonas, 136 
Sandburg, Carl, 167, 316 
Sanders, B. S., 191 
Saroyan, William, 271,301 
Saul, Leon J., 481 
Schilpp, Paul, 330 
Schools: 
for early adolescence, 325-327 
for middle years, 294-299 
for later adolescence, 347-350, 
354-359 


Schools (cont.): 
for pre-schoolers, : 
for primary childr £ 
role in economie independence, 
347-350 
Sears, Robert R., 112 
Security, 3- : 


Scidma un, Jerome M 
Self: 
body influences, 1: 
concept of, 131-135 
criticism, 373 


32. 


influence of chi d-rearing prac- 
tices, 134-135 
phenomenal, 
Self-control, 209. 
Self-knowledge: 
necessity for, 11-13, 347, 456- 
457 
need for love, 476-4 
use in teaching, 46 
ways to develop. 
Self-re: 'spect, 36, 126, 365 
Self-realization, 136, 208 
Selye, Hans, 65-66 
Sendak, 
Sense organs, 49 
Sexual development, 
221, 248-249, 
307, 317-32: 
Shaftel, Fannie I 
Shaftel, George, 
Shapley, Harlow, 298 
Sheats, Paul, 395 
Sherrington, Sir Charles, 43 
Shirley, M. M., 132 
Sibling feuding 287 
Sim, Alexander, 244-249 
Sinnott, Edmund W., 405 
Sleep, 52, 64-65 
Smillie, David, 223 
Smith, H. Allen, 436 
Smith, Lillian, 26, 63, 219, 229, 
346, 481 
Smith, Robert Paul, 41 
Smith, S. 1 315 
Smith, T: V. 175 
Snygg, Pes ald, 138 
Social-class stat 
factor in life- 
parental attitudes, 
Social development: 
attitudes toward differences, 248 
choice of friends, 248 


148-149 
35-286 


491 


INDEX 


Social development (cont.): 
of carly adolescence, 313-327 
of carly childhood, 245-248 
of later adolescence, 329-368 
of middle years of childhood, 


Social mob: 
Sociometric 
Soddy, Kenne h. 125, 139, 212 
Soloman, Joseph C., 451 
Sontag, L. W., 191 
Sowa ards, M We sley, 450 
Speech: 
beginnings of, 199-202 
development in early childhood, 
259-261 
difficulties with, 259-261 
Sperm, 185-186 
Spitz, Rene, 133 
Stanford Revision of Binet Scale, 
91 
Status: 
affected by perceptions, 141-142 
affects roles, 141-142 
Steffens, Lincoln, 313 
Steichen, Edward, 481 
Steinbeck, John, 329 
Stendler, Celia Burns, 211 
Stern, William, 91 
Stirling, Nora, 332 
Stoddard, George D., 48, 83, 90, 
236 
Stolz, Lois Meck, 109 
Stone, L. Joseph, 212 
Stout, I., 450 
Strain, Frances B., 70 
Stress, 55, 65-66 
Stuart, H. C., 192 
Success, 111-113 
Sumner, William Graham, 175 
Symbolization, 75-76 


Taba, Hilda, 121 
Teaching: 
as relating, 10-11 
tion to physical development, 
67-68 
roles, 10-14, 84-85, 123-127 
Terman, L. M., 93, 98 


re 


492 


INDEX 


Feste, meuutiitaf, 248-949, 264 

Thelen, Herbert A., 384, 411 
erapy: 

Ls a. a awareness, 471-473 
preventive planning, 468-471 
release of anger, 466-467 
support and encouragement, 

464-468 
teacher as non-technical thera- 
pist, 462-464 
using specialists, 474, 476 
working with parents, 473-474 

Thinking, 77 

Thomas, Alexander, 135 

Thurstone, L. L., 91 

Tissue strength, 50 

Toilet training: 
in baby, 198 
in lower-class culture, 217 
in middle-class culture, 219 

Toys, 202, 203, 206, 232 233, 240, 

250, 430 
Traxler, Arthur E., 449 
Tryon, Caroline, 317, 338 


Umbilical cord, 187-188 
UNESCO, 316, 327 
Uniqueness: 
cherished, 54 
of body, 45 
of culture, 110 
of humans, 25-26, 209 
opportunities for development, 
115-116 
vignettes of unique children, 5- 
7, 23, 56-57, 96-97 


Values: 
ambivalent, 125 
appreciation, 40 


wW 


Values (cont): 
criteria for, 409 T 
expressed in groups, 375, 379, 
391 
of early adolescence 
of gang, 277-279, 28: 
of later 
350-354 
of subcultures, 120-121 
placed on roles, 397-398 
Vision, 59-60 
Vitamins, of personality, 35-42 
vonBracken, Helmut, 153 


24 


336-344, 


adolescence, 


Wall, W. D., 316 


farmer, Ruby H., 450, 452 

Warner, W. L., 345 

Watson, Goodwin, 134 

Wattenberg, William W., 450, 453 

Wechsler, D., 93 

White, E. B 5 

White, William Allen, 239, 277 
286 

Whiting, J. W. M., 139 

Whitman, Walt, 108 4 

Whyte, William H., Ir., 113, 34 5 

Williams, Frankwood E., 313, 3l: 

Wilmette Publie School District, 
254 

Wohl, R. Richard, 111 

Wolfe, Thoma 

Wolfenstein, Martha, 118 

Wright, Frank Lloyd, 123 

Wright, Herbert Fi, 449 

Wylie, Philip, 315 


Zander, Alvin, 411 
Zygote, 187 


(Continued from front flap) 


to the warmly human quality of the writing. This 
book results largely from insights gained in the dis- 
cussion of problems raised during several years of 
working together in a graduate course: Child Study 
for Teachers. 


THEORY Is APPLIED TO THE TEACHING SITUA- 
TION as each topic is discussed in the text. In Sec- 
tion One, the reader is shown both the ideas in cur- 
rent usage as well as the theories concerning The 
Foundations of Human Behavior. Section Two an- 
alyzes the significance of the phases of Growth from 
Conception to Young Adulthood. Yn Section Three, 
methods and techniques are discussed as resources 
available to the reader. 


In building the book in this manner the authors 
discuss growth in each stage of life, and how to 
understand it. They examine the meaning of be- 
havior . . . its causes and effects ... the growth of 
intelligence and what it involves . . . personality and 
how it matures . . . the importance of the pre- memory 
and pre-school years . . . early elementary childhood 

. the middle years . . . and the difficult stage of 
adolescence with its varying moods and quicksilver 
changes. 


METHODS FOR SrUDY GROUP SITUATIONS are 
given in Section Three. Here the authors show how 
to study groups . . . how the teacher becomes aware 
of the undercurrents of group living . . . how he uses 
group experiences to build a sense of belonging and 
achievement among his pupils. 


Then the reader is enabled to understand the tools 
available for child and adolescent study. And, finally, 
the authors conclude with an illuminating chapter of 
great significance, “Know Thyself,” in which sugges- 
tions are given to teachers for developing and using 
self-knowledge in their relationships with young peo- 
ple. From such self-study new ideas for teaching 
emerge. How teachers may become better educators 
is the nucleus of this chapter. 


THROUGHOUT THE Book, line-drawings charm- 
ingly done by Dr. Lane’s daughter, Joann Lane 
Traeger, and cartoons done by Ted Judge, comple- 
ment the text. Interest is constantly stimulated by 
fresh examples taken from actual classrooms and the 
clear "straight-to-you" writing style. The authors 
have drawn from literature and drama to document 
and highlight their discussion. Suggestions for Fur- 
ther Exploration and Additional Source Material are 
added to each chapter, enriching the text itself. 
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